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ABSTRACT
THOMAS BULFINCH, THE AGE OF FABLE
. AND THE CONTINUITY
OF THE CLASSICS IN AMERICAN EDUCATION
September, 1982
Marie Cleary, B.A., Emmanuel College
M.A., Boston College, Ed.D., University of Massachusetts
Directed by: Professor Richard 0. Ulin
Thomas Bulfinch (1796-1867) provided in his book The Age of Fable
(1855) a model for curricular experimentation in Classical Studies.
Such experimentation is also needed today, in order to assure the con-
tinued use of the ancient Classics as educational resources.
In The Age of Fable Bulfinch combined classical mythology with con-
temporary allusions to myths. The book, a best seller, also became a
standard manual in American schools. Bulfinch was able to effectively
combine the old with the new for instructional purposes, because he was
learned in his subject matter, knowledgeable about the concerns of his
contemporaries, and interested in pedagogy. He was also a devotee of
science and invention, and a believer in a favorite cause of his day,
the democratization of knowledge. Thus, The Age of Fable may appropri-
ately be called a curricular invention for democratizing Classical Stud-
ies.
Bulfinch intuitively anticipated two pedagogical concepts of John
Dewey (1859-1952): "indirect interest" and the laboratory teacher. The
concept of "indirect interest" explains the process through which learn-
ers are guided to see in seemingly remote subject matter the connections
to their own interests. A laboratory teacher is an intermediary who
experimentally puts into operation with a particular branch of subject
matter the principles of educational theory such as "indirect interest."
Using Bui finch as a model of the laboratory teacher and The Age of
Fable as an example of curriculum based on "indirect interest," I rec-
ommend that a new role, Classical Studies Specialist, be an option in
the field of Classics, that those working in such a role invent and try
out new curriculum linking Classical Studies to contemporary interests,
and that a center be established to coordinate these activities.
Because of the lasting success of his work and its value as a peda-
gogical model, Bulfinch deserves to be widely recognized as having been
an innovative teacher of a traditional subject matter.
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CHAPTER I
INTRODUCTION
Climbing the slope of Bell wort Path in Mount Auburn Cemetery,
Cambridge, one catches sight of an urn high on a pedestal. Its ancient
Mediterranean shape and classical decorations contrast with its signi-
ficance in American intellectual history. The urn marks the grave of
Charles Bulfinch, the architect, and his family, including his son
Thomas, the author of The Age of Fable . Before it was placed on the
grave site in about 1858, the urn had stood for over sixty years in the
middle of a park on Franklin Place in Boston. Charles Bulfinch had it
set there in 1795 as a memorial to Benjamin Franklin for whom Franklin
Place was named and who had died five years earlier.^ On the Bulfinch
grave the urn once dedicated to Franklin is an apt symbol of the in-
ventive genius of the architect and the author, both of whom, in the
spirit of Franklin, used their imaginations for the common good. Of
the two, the father is more widely known. Yet the son's achievement
deserves renown. In The Age of Fable Thomas Bulfinch made an important
contribution to education, which, like the urn, contains a modern mean-
ing within a classical form.
Thomas Bui finch's Contribution to Education
Thomas Bulfinch's The Age of Fable , published in 1855, is educa-
tionally important for two reasons, one historical and the other cur-
ricular.^ Viewed historically, Bulfinch is significant because educa-
1
2tors hav6 considered The Age of Fable a standard manual of mythology
for over one hundred years. From a curricular standpoint, Bulfinch's
process for selecting and presenting traditional subject matter in a
new societal situation makes him a model for teachers of the humanities.
There is no doubt that Bulfinch's purpose in writing The Age of Fable
was primarily educational. For example, he says in the Preface, "Thus
we hope to teach mythology ... to impart knowledge of an important
3branch of education."
Yet in spite of Americans' widespread acceptance of Bulfinch's book
as a dependable reference, he himself has gone unnoticed. There is no
biography of Thomas Bulfinch. Scholars in the field of Education have
not given him and his work the attention they deserve. For example,
Lawrence Cremin in his recent comprehensive account of education in the
4
United States from 1783 to 1876 does not mention Bulfinch. Specialists
in American schoolbooks of the nineteenth century do not include The Age
5
of Fable in their listings.
Admittedly, it has been difficult to classify Bulfinch as belong-
ing primarily in Education, since The Age of Fable has been widely popu-
lar outside as well as inside schools. Blanck includes the book in
Peter Parley to Penrod , a collection of bibliographical data about 113
books, American products, published between 1827 and 1926, which were
the favorites of children during that time.^ Hackett in a work about
best sellers lists The Age of Fable as one of 101 books published before
1895, when the systematic recording of best sellers began, which have
without any doubt sold a total of a million or more copies through the
years. ^ In his book about best sellers, Mott gives a year-by-year list-
3ing, dnd includ6S Th6 Ag6 of Fdbis for 1855.^ Mott's critGrion for a
book thus listed is the fact that it is believed to have had a total
sale equal to one per cent of the population of the continental U.S. in
the decade in which it was published.
Now, as the book enters the second quarter of its second century
of existence, it remains popular and continues to be sold. Evidence in-
dicates that Bui finch and the title of his magnum opus have become parts
of standard English. Foote's On Bui finch Wing is a collection of light
verse based on portions of The Age of Fable . A 1972 article, "End of
the Age of Fable," deals not with myth or with Bulfinch, but with prob-
glems of education.
Because his book has been a best seller, and because he wrote
rather than taught in a school, Bulfinch has been judged by the wrong
set of criteria, those used for literature. Judged by these standards,
he falls short. In fact, certain qualities which are strengths if seen
as pedagogical are weaknesses when seen as literary. For example, Feld-
man and Richardson in a treatment of Victorian compilations of myths
call The Age of Fable "puerile" and inadequate because of Bui finch's
tendency to bowdlerize and prettify. Yet Bulfinch would have failed
in his attempt to popularize the myths if he had not bowed to the Vic-
torian aversion to explicit mention of sex.
It is significant that although historians of education appear not
to have acknowledged Bulfinch, a person with pedagogical and literary
interests similar to his has recognized his achievement in The Age of
Fable as primarily educational. Dudley Fitts, an eminent translator of
classical literature, primarily Greek, and also throughout his career a
4teacher of English, uses implicitly pedagogical criteria, which are
knowing one's subject matter and knowing why others should know it, in
judging BulfinchJ^ Fitts says of him, "He knew his myths, he knew why
it was important that others should know them, and he had enough of the
god within himself to bring them to life with a novel force." The Age
of Fable
,
according to Fitts, is not, as is "none of Bulfinch's work...
great literature. Possibly it should not be regarded as literature at
all, but as an ancil 1 a
,
a 'handmaid' to art. The author himself makes
no bones about this." Fitts settles on "textbook" as a classification
for the book, urges that Bui finch be judged on his own terms, and calls
The Age of Fable a "small classic, within its self-imposed limitations;
1
2
an entertainment, aimed at instruction and achieving delight."
Perhaps no one but a modern teacher of the humanities such as Fitts,
one who was keenly aware of both his subject matter and his students,
would, in studying The Age of Fable , recognize its true significance as
educational. Fitts is right. However, his categorization of the book
as a textbook is too limiting, for it has been used both in and out of
schools. The most appropriate educational term for The Age of Fable is
"curriculum," in the sense of a course of study in particular subject
matter, in this case classical mythology.
In this dissertation I will consider Bulfinch primarily for his
curricular importance in the teaching of Classical Studies. While do-
ing this, I will also deal with aspects of his historical importance.
For example, in Chapter II I will present evidence that The Age of Fable
has been used in American schooling since at least 1881.
5Curricular Experimentation in Classical Studies
Bulfinch was an effective practitioner in the field of curricular
experimentation in Classical Studies. Ten years of work in this field,
as well as previous experience as a secondary school teacher of the
Classics, have convinced me that the current situation of Classical Stud-
ies in American schooling presents baffling problems. Bulfinch in
writing The Age of Fable was proposing a solution to similar problems
with respect to the study of classical mythology. He mentions some of
these problems in his Preface; for example, he says that he is writing
for "a practical age," when "the time even of the young is claimed by ...
14
sciences of facts and things." The Age of Fable was his solution, an
experiment in curriculum which has worked well for over a century. If
we believe that Classical Studies in some form should play a part in cur-
riculum in our current "practical age," we cannot afford to ignore Bul-
finch. His name, in Bui finch's Mythology
,
an alternate title to The Age
of Fable
,
is the only name commonly associated in this country with clas-
sical learning. His primary significance to us at the present time is,
I believe, curricular. Therefore, the primary question which I will
seek to answer in this dissertation is: Can Thomas Bulfinch in The Age
of Fable serve as a model for curricular experimentation in Classical
Studies, and if so, in what ways?
"Experimentation" as used here means a process based on theory
and tested by experience, for proving the efficacy of something as yet
untried. This type of process, called variously scientific, experi-
mental, or inductive, is generally considered to have originated with
6Francis Bacon (1561-1626). In Education, John Dewey (1859-1952) ap-
plied the concept of experimental method to teaching and learning.
Bulfinch (1796-1867) intuitively anticipated aspects of Dewey's theory.
In suggesting that Bulfinch may serve as a model for curricular
experimentation in Classical Studies, I take the position that to pro-
vide wide access to Classical Studies, such experimentation is needed.
I base this statement on evidence that leaders in various fields rec-
ommend such experimentation, that Classical Studies remain valuable re-
sources in education, and that Latin, the traditional means of access
to these studies, draws only small numbers of American students.
Leaders' recommendations . Although specialists in various fields have
written about "change" in education, and there is much available on the
subject, evidence shows that the word "change" does not generally ap-
pear in studies on the teaching of the Classics, or other subjects in
the humanities. A 1980 Eric search of Education literature turned up
no accounts of "change," names as such, within the field of Classics
teaching and only a few related to the humanities. The search yielded
items as follows: using major descriptors "change strategies" and "cur-
riculum," 533 items; using in addition to these descriptors the word
15
"humanities," eleven items.
However, some teachers and scholars in the Classics are interested
in effecting change outside their institutions and classrooms,- in Clas-
sics Education and Classical Studies Education (I use the latter term
to refer to subject matter of Classics combined with other subject
matter, such as social studies). In Classics Education, for example,
Phinney is currently preparing a North American version of the well-
7received and innovative Cambridge Latin Course In Classical Stud-
ies Education there are such efforts as the Language Transfer Project
in Los Angeles and other California locations, in which children in
upper elementary school study Latin primarily for its connections with
English, Spanish, and general culture Those involved in such pro-
jects and others in Classics who endorse experimental programs implic-
itly recommend experimentation in the teaching of Classical Studies.
Latimer describes experiments from the 1950s to the 1970s in a paper,
and with Bock and Seaman summarizes experimentation in the field dur-
1
8
ing the 1950s and 1960s. Lawall surveys experimental programs in the
United States and England, and in several articles hails the urban ele-
19
mentary school Latin programs. The wide publicity given to these
programs in classical publications and conferences indicates endorse-
ment of this experimental effort. There is no doubt that the leaders
of the elementary school Latin movement, which began in the 1960s,
thought of their programs as experimental. LeBovit, for example, who
pioneered the movement, in Washington, D.C., speaks of that project
as an "experiment," and Masciantonio, director of the highly successful
Philadelphia program outlines in his dissertation the innovative as-
20
pects of the urban elementary school Latin movement.
The American Classical League, a national organization for teach-
ers of the Classics (membership for 1979-80: 2,863 - p. 8, annual re-
port), sponsors a Methodology Committee: Latin and Basic Skills, which
actively encourages pedagogical innovation by means of a newsletter
and an annual workshop.
8It is clear that although teachers of Latin appear to use chiefly
traditional methods, many in Classics Education welcome experimenta-
tion.
However, teachers and scholars in fields which include but do not
consist exclusively of Classics Education, such as Foreign Language
Education and Humanities Education, actively urge experimentation more
explicitly than do strictly classical sources which I have surveyed.
For example, Strasheim, a classically trained specialist in Foreign
Language Education, exhorts Latin teachers to use a '"process philoso-
phy,' a working hypothesis for coping with the changes occurring in
22
the whole of the educational construct." The members of the Presi-
dent's Commission on Foreign Language and International Studies call
for experimentation in unequivocal terms. In their report Strength
through Wisdom they recommend as one of nine "Principal Recommendations"
that
The National Institute of Education (NIE), National Endow-
ment for the Humanities (NEH), and Fund for the Improvement
of Postsecondary Education (FUND) (as well as NDEA Title VI
research programs) should support pedagogical experimentation
in foreign language teaching, particularly in effective method-
ology. 23
Roush in his 1969 essay on the teaching of the humanities, "What Will
Become of the Past?" calls for a new methodology based on Dewey's con-
cept of experimental education as a necessity in a democratic socie-
ty. The members of the Commission on the Humanities in their 1980
report imply that pedagogical and other experimentation is needed,
in such statements as, "A literate public does not passively receive
cultural works from academic guardians, but actively engages in the
9interpretation, creation, and re-creation of those works.
The value of Classical Studies . Obviously, since many recommend cur-
ricular experimentation in either Classical Studies or in the humani-
ties which include these studies, there is a widespread belief that
they are valuable resources in education. I will not argue at length
here for the general importance of the Classics. Others, William
Riley Parker and Jean Mayer, for example, have done so eloquently.
It suffices to say that, as they and other spokesmen point out, the
classical influence has permeated the entire Western tradition, in-
cluding the American, and continues to do so.
Americans in general appear not to know the extent of classical
influence in this country, for example in our institutions such as the
Constitution of the United States, in our architectural designs such
as those of Bulfinch's father, Charles Bulfinch, for sections of the
Capitol at Washington and for the Massachusetts State House, and in
our literature as Thomas Bulfinch indicates in The Age of Fable .
Scholars such as Highet have treated comprehensively the European clas-
sical tradition; as yet no such comprehensive work exists on the sub-
ject of American classical tradition. However, a good deal of work
has been done in various branches of this field. Gummere has surveyed
the classical influence in America from 1607 to 1789. Reinhold has
edited and annotated readings in English from and about the Classics
which were American favorites in the eighteenth century, examined clas-
sical learning in the early national period, and with Barnard has com-
10
piled "The Classics in Early America - a Bibliography."^^ Both the
latter book and the bibliography were sponsored by the Committee on
Classical Humanities in the American Republic, of the American Philo-
logical Association. This committee now operates under the title Com-
mittee on the Classical Tradition in North America, and its members
have recently been investigating aspects of American classical tradi-
tion in the nineteenth century.*^ Such work, still too little known,
illuminates the value of Classical Studies in education in the United
States, by demonstrating the ways in which the classical influence has
mingled with distinctly American elements.
Latin in the curriculum . Despite the strong influence of the Classics
in America, most Americans do not now study this subject matter in a
systematic way. DeWitt in 1960 and Bock, Latimer, and Seaman in 1969
together provide a historical survey of the teaching of the Classics
in the United States up through 1967, along with bibliography. These
articles appear in the third and fourth editions of the Encyclopedia of
Educational Research
,
a project of the American Educational Research
Association.^^ The fifth edition, scheduled for publication in 1982,
will not contain, as did these earlier editions, a separate article on
Classics Education. According to the editor, Harold Mitzel, "Some of
the entries such as 'Foreign Language Education' and 'Second Language
Acquisition' will undoubtedly deal, in part, with research from clas-
32
sics content."
The diminished role of Classics Education in this important com-
pendium of educational research is accompanied with a diminished role
11
of Latin in American curriculum. The Digest of Education Statistics
1980 from the National Center for Education Statistics gives figures
for the eleven-year period 1965-1976, the latest year for which en-
rollments in Latin are given, with the figures referring to the per-
centages of all students in grades 9-12 enrolled in Latin classes in
public secondary schools in the United States. These figures are:^^
Year Percentage
1965 5.1
1968 2.9
1970 2.0
1974 1.2
1976 1.1
In spite of fluctuations in enrollment, the figure for Latin enroll-
ments remains at around 1% today.
If only approximately 1% of American public secondary school stu-
dents study Latin, and if, as is usually the case, Latin is not avail-
able to students on other levels of schooling nor are full-year ancient
history courses available, then approximately 99% of American public
school children have no access in school to an organized body of classi-
cal knowledge taught by a person trained in Classics. In general, in
communities where Latin no longer exists, there is no replacement for
Latin as the subject which traditionally provides access to Classical
Studies.
Throughout American educational history, the course of study
called "Latin" has traditionally included, not only the Latin language
and Roman literature, but also, in varying amounts, material about both
ancient classical civilizations, Greek and Roman. "Latin," as tradi-
12
tionally taught in American schools, may more accurately be called
"Classical Studies."
An analysis of the contents of the Latin curriculum reveals sev-
eral elements, some related to language and others related to culture.
The typical Latin course is in reality a Classical Studies program.
It contains some or all of the following elements:^^
Latin language
Latin origins of words in Romance languages
Latin origins of English words
Roman literature
Classical mythology
Roman history
Geography and history of the Greco-Roman world.
Norton in A Selective Bibliography on the Teaching of Latin and Greek,
351920-69 confirms this view with copious documentation.
Strasheim urges teachers of Latin to capitalize on the fact that
Latin contains so many diverse elements: "Latin education should place
the emphasis now on one author, now on another, now one facet of Roman
life, now on another, as students' and society's needs and interests
change.
In words which reinforce Strasheim' s view, the foremost curricu-
lum specialist in the United States, Ralph Tyler, sees any branch of
subject matter as a reservoir from which the teacher draws according
to the needs of learners. When asked in an interview, "What is your
opinion about the role of Classical Studies in the curriculum?" Tyler
37
emphasized this point.
Lafayette's phrase, "external articulation," refers to the relat-
ing or transferral of some of the content of a traditional course to
13
content in other subject areas. Curricular experimenters in Classi-
cal Studies can use this concept since Latin is so clearly compartmen-
talized into various "studies." Only the Latin language and litera-
ture in Latin must be taught by a trained Latin specialist. A unit of
study or intensive course in any of the six other areas, prepared by a
Classics specialist, fits into other curriculum as follows:
Classical Study
Latin origins, words in
Romance languages
Latin origins of English words
Roman literature in translation
Classical mythology
Roman history
Geography and civilization of the
Greco-Roman world
Related Curriculum Area
French, Italian, Portuguese,
Spanish, (Romanian)
Engl ish
Social Studies
Classicists recognize this. For example, some of the courses at the
New England Classical Institute and Workshop each summer are adver-
tised as useful not only for teachers of Latin, but for teachers of
39
related subject matter. Balmuth as President of the Classical Asso-
ciation of New England, organized a panel which included papers called
"Latin for English" and "Latin for Latin," as well as a paper on teach-
40
ing pre-medical students the Latin roots of medical terms.
The organizers of the urban elementary school Latin programs have
connected the learning of Latin to development of general language
skills and cultural awareness. In doing this they have recognized
the possibility for "articulating" Latin with another area of curricu-
lum. The name of the Los Angeles project corroborates this view: Lan-
14
guage Transfer Project. This program, based on that in Philadelphia,
has added material stressing the connection between Latin and Spanish
to the original materials which stress the connections between Latin
and English. Particularly significant when considering the connection
of Latin with other subjects in curriculum is the fact that in the Los
Angeles program specially trained general classroom teachers rather
than Latin teachers are the instructors. The program staff believes
that this is their project's "most significant feature," and "one which
has made it universally replicable." One advantage, they say, is that
"the regular classroom teacher is able to extend the vocabulary ex-
pansion information of the program into other subject areas of the cur-
42
riculum, such as mathematics, science, social science, and the arts."
This potential for universal replication may be one reason why the
Commission on the Humanities cites the Los Angeles program as an in-
stance of an effort in elementary school to use the humanities to de-
43
velop critical skills and cultural awareness.
In connection with my own experimental work and work I have done
with others, in Latin pilot programs, in the interdisciplinary unit
A Look at Latin
,
and in interdisciplinary presentations at meetings of
teachers of foreign languages and social studies, I have found support
for Classics as subject matter in related curriculum. For example,
out of thirty-eight teachers who attended workshops held to introduce
A Look at Latin , twenty-two were not teachers of Latin, but of other
foreign languages, English, and reading. Surveys which I conducted
during the 1970s support the view that teachers of related subject mat-
15
ter welcome curricular input from Classics.
The Age of Fable: An Example of Curricular Experimentation
Relating Classics to Other Subject Matter
Bui finch in The Age of Fable experimentally combined classical
mythology with another subject: English and American literature. Bul-
finch did not simply adapt the myths for contemporary readers. Rather
he attempted something radically different from this: he combined the
primary purpose of instructing his readers in mythology with a second-
ary purpose of assisting them in a pastime they enjoyed, the reading
of modern literature, particularly poetry. Bulfinch's book consists
of prose narratives of classical myths, some stories from Norse, Ori-
ental, and Egyptian mythologies, and myth-related quotations from sev-
eral English and American poets. The subject of The Age of Fable
,
he
46
states in his Preface, is "mythology as connected with literature ."
We may assume that he italicizes these words to emphasize the fact that
it is not simply mythology which he is presenting, but mythology as
connected with another element, literature. Edward Everett Hale, in
1881 writing his Preface to the Second Edition of The Age of Fable , a
version which he revised and edited, again emphasizes this point, and
explains how this sets Bui finch apart from other compilers of myth in
his era. In Hale's words Bulfinch's plan
... was not simply what has been done by Kingsley,
Hawthorne, Coxe, and many other writers since Mr. Bul-
finch's book was published, - the writing, for young
readers, of selected stories from the mythology, in
modern language. What Mr Bui finch wanted to do, and
succeeded in doing, was to connect the old stories
with modern literature. 47
16
If there is a need for curricular experimentation in Classical
Studies, and if combining curriculum from the Classics with other cur-
riculum is a valid form of experimentation, then Bulfinch is a particu-
larly serviceable and appropriate model. He is serviceable because
interested persons can obtain The Age of Fable for study far more eas-
ily than they can obtain courses of study from recent curricular ex-
perimentation. The book is still widely available in many editions,
and publishers apparently believe that it is still a profitable pro-
duct, since they continue to issue it in new forms, for example, a
lavish 1979 edition with an Introduction by Joseph Campbell and illus-
48
trations from great works of art, ancient and modern.
Moreover, the circumstances of Bui finch's non-academic life as
these affected his achievement are still available. This availability
of information seems inconsistent with the neglect of Bulfinch as a
subject for study, a neglect due to the fact that he has been, in gen-
eral, judged by the wrong set of criteria, those used to judge litera-
ture, instead of criteria proper to the field of Education, as is the
case in Fitts, quoted earlier, and in this study. However, although
little has been written about Thomas Bulfinch, many facts of his life
are on record, chiefly because he was a son of the famous architect,
Charles Bulfinch.
There are several book-length treatments of Charles Bulfinch.
The most complete with respect to family matters is Ellen Susan Bul-
finch, The Life and Letters of Charles Bulfinch, Architect, with Other
Family Papers . Although Ellen Bulfinch, the architect's granddaughter
17
and Thomas Bui finch's niece, calls herself editor rather than author,
the title is misleading. She does more than merely present many family
papers, some of them not available elsewhere. A great deal of her own
writing appears here as well. She mentions Thomas Bui finch more fre-
quently than any of his siblings and is an indispensable source for ex-
amining his life. Other books about Charles Bulfinch, all of interest
to the student of Thomas who was always close to his father, are
Charles A. Place, Charles Bulfinch, Architect and Citizen
,
Harold Kirk-
er and James Kirker, Bulfinch's Boston, 1737-1817
,
and Harold Kirker,
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The Architecture of Charles Bulfinch .
Outside of brief treatments in reference works and in introduc-
tions to the many editions of The Age of Fable
,
or Bulfinch's Mythology
,
there is, to the best of my knowledge, only one secondary source focus-
ing on Thomas Bulfinch. This is Voices of the Dead , a pamphlet attri-
buted to Andrew Preston Peabody, a Unitarian minister, distinguished
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literary personage, and member of the Harvard faculty. Evidence
which I have unearthed (see Chapter III) indicates that the pamphlet
is really the work of three men: Peabody, Stephen Greenleaf Bulfinch,
Thomas Bulfinch's younger brother, and George Barrel 1 Emerson, Thomas
Bulfinch's closest friend. Voices of the Dead contains a hodgepodge
of material, including Peabody's sermon "Voices of the Dead," delivered
the Sunday after Bulfinch died in May, 1867; a slightly altered version
of an autobiographical sketch which Bulfinch had written a few years
before; and encomia of Bulfinch.
Primary source material having to do with Thomas Bulfinch is in
18
the two collections of Bulfinch family papers in the Massachusetts
Historical Society: Bulfinch Family Papers, 1720-1914 and Charles Bul-
finch Papers, 1742-1923. The latter collection, in particular, con-
tains many letters written by Thomas Bulfinch, particularly those from
his correspondence of several decades with his brother Stephen Green-
leaf Bulfinch, Unitarian minister, author, and father of Ellen Susan
Bulfinch.
In addition, Charles Bulfinch, great-grandnephew of Thomas Bul-
finch, has in his collection various items pertaining directly to
Thomas as well as items which illuminate the family background.
Other collections yielding biographical data about Thomas Bulfinch
are the Harvard University Archives in the Pusey Memorial Library at
Harvard; the William Willis Collection in the Library at Bowdoin Col-
lege; the archives of the New England Merchants National Bank; and the
archives of Phillips Exeter Academy.
It is worthwhile to state at this point that I am not recommend-
ing The Age of Fable as a school text, but rather, am suggesting an af-
firmative answer to the first part of the dissertation's primary ques-
tion: "Can Thomas Bulfinch in The Age of Fable serve as a model for
curricular experimentation in Classical Studies?" I base this answer
on my study of both The Age of Fable and Bui finch's life, and the ways
in which both the process he used in the book and his pedagogical cre-
dentials anticipate certain aspects of educational theory.
In spite of being, in The Age of Fable , a model for curricular
experimentation, Bulfinch seems to have worked intuitively, rather than
19
from any expressed educational theory. He would probably think that
one can be no more precise than Fitts a century later, in describing
Bulfinch's pedagogical credentials and the process which he used: "He
knew his myths, he knew why it was important that others should know
them, and he had enough of the god within himself to bring them to life
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with a novel force." While Fitts uses explicit language in the first
part of his statement which refers primarily to Bui finch and the Clas-
sics, "He knew his myths, he knew why it was important that others
should know them...," he settles for vagueness in the second part which
refers primarily to Bui finch and pedagogy, "... and he had enough of
the god within himself to bring them to life with a novel force."
"Enough of the god," "bring them to life," and "novel force" are cryp-
tic phrases, and make Bulfinch's work the result more of happy accident
than of planning, even intuitive planning.
Fitts is not unusual among teachers of the humanities with respect
to the dichotomy in his use of language: precise when speaking about
subject matter, imprecise when speaking about pedagogy. Yet pedagogy
is a vital aspect of the humanities. As Roush puts it, the humanist
"is above all else a teacher," since his or her role is to continually
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bring the past to life.
Such fields as Philosophy of Education and Psychology of Learning
can supply precise terms with which to describe pedagogical phenomena.
In his Basic Principles of Curriculum and Instruction , Tyler includes
these among the screens through which subject matter specialists must
sift their particular educational objectives if they are to meet cur-
20
rent needs.
Teachers of the Classics do not generally study widely in these
fields of Education. For example, the Classical Association of New
England, an organization for teachers and scholars in Classics, in pro-
grams for annual meetings over a period of seventy-five years lists
only one presentation on educational theory, "The Classics and Educa-
tional Philosophy," a 1951 presentation by Francis Keppel
,
then Dean
of the Harvard Graduate School of Education.^^ One reason for this
neglect of educational theory may be that frequently the teaching of
the Classics is traditional rather than experimental, that is, based
on precedent rather than on present context. On the other hand,
teachers of the Classics who might accurately be called "experimental"
in their approach, generally work from intuition as did Bulfinch,
rather than from a foundation of educational theory. Without specific
reference to educational theory, the potentially valuable results of
such work are lost to others. The set of concepts and terms which
theory supplies would make it possible to replicate successful experi-
ments in new contexts, just as the systematized rules of syntax help
the scholar to deal with unfamiliar texts in a familiar foreign lan-
guage. To be pedagogical ly useful to others, any curricular experi-
mentation in Classical Studies, including Bulfinch's, must be explained
in philosophical and psychological terms which relate it to education.
Such an analysis of Bulfinch in The Age of Fable will permit use
of the book as a good deal more than what critics, perhaps justifiably,
consider a dated collection of myths, and will reveal that its con-
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temporary significance is curricular rather than as a manual for pre-
senting the myths to modern students.
Bui finch's Process in Light of Dewey's
Philosophy of Education
John Dewey, philosopher, psychologist, and scholar of pedagogy,
was born in 1859 four years after The Age of Fable was published, and
did not become active in the field of Education until the 1890s when
he was appointed Chairman of the Departments of Philosophy, Psychology,
and Education at the University of Chicago. However, Bulfinch, when
considered from a pedagogical point of view, anticipates Dewey's theory
in an intuitive fashion. This is not surprising. Both men strongly
supported two basic concepts, democracy and experimentation. Bulfinch,
for example, supported the early anti-slavery movement, and during the
period in the 1840s when he served as secretary to the Boston Society
of Natural History he became familiar with the experimental methods of
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scientists. Dewey states unequivocally in the Preface to Democracy
and Education that "the philosophy stated in this book connects the
growth of democracy with the development of the experimental method in
the sciences ... and is concerned to point out the changes in subject
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matter and method of education indicated by these developments."
Dewey throughout his works on education recommends experimental method
for education in a democracy, a society which he views as one which is
based on change rather than on the status quo.
Bulfinch and Dewey agree fundamentally on the role of the past in
experimental democratic education, although Bulfinch's genteel Victor-
22
ian manner conceals the essential modernity of his thought.
Roush in his essay "What Will Become of the Past?" speaks of two
contrasting views of tradition. One is the "dialectical" view, the one
which Dewey had, Roush says, holding Dewey up as an example of one who
believed in social consensus as the basis for decisions about what to
use from the past and how to apply the past to the present. The other
view of tradition is one which Roush calls "syncretic"; in this view
the past is something unchanging, with elements in a certain linear
order which must be followed when dealing with the past in the pre-
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sent.
Bui finch in presenting, as he states in the Preface to The Age of
Fable
,
"
mythology as connected with literature ," literature which is
modern rather than ancient' and which is popular with his contemporaries,
may be said to view the classical tradition as "dialectical," directed
to a particular societal use, rather than "syncretic," an entity sep-
arate from the present society. This view of the past corresponds
to Dewey's. For example, his statement, "A knowledge of the past and
its heritage is of great significance when it enters into the present,
but not otherwise," ( Democracy and Education ) is representative of his
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many statements on the subject.
To accomplish this combining of the past with the present, educa-
tion is essential, because the connections are not always obvious.
For example, Dewey says, "To take an obvious illustration: The life of
the ancient Greeks and Romans has profoundly influenced our own, and
yet the ways in which they affect us do not present themselves on the
24
ular experimentation is as important as the subject matter. The labor-
atory teacher, or experimental curriculum specialist, acts as an inter-
mediary between the subject and learners. If no one does this, the sub-
ject matter can enter into the lives only of those who seek it out.
Those who do not by themselves recognize its connections with their
lives need the help of the intermediary person if they are to do so.
In the literature of Education today, "change" is a key word regu-
larly used to refer in a general way to the experimental process and its
results. In The Culture of the School and the Problem of Change
,
Sey-
mour Sarason, Professor of Psychology at Yale University, advocates the
use of Deweyan concepts to bring about change in today's education, but
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clarifies and limits their applicability in general schooling. He
does this by citing results of modern research in the societal sciences,
psychology and sociology, for example. This research deals with people
not only as individuals, but as members of particular groups and with
assigned cultural roles. One effect is that individuals wishing to ex-
periment in schools are hampered by the conservative ethos which pre-
vails. Sarason cites the need for a theory of change in schools, but
warns that such a theory must be based on a social theory of human be-
havior, rather than on "an asocial theory," which has been the case in
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most of the experimental efforts in education which have failed. An
"asocial theory" leaves out such social elements as the relationships
among the groups involved in the experimental effort, for instance,
teachers and university personnel, or teachers^ and students, and the
influence of roles pre-ordained for all of these people by their cul-
23
surface of our ordinary experiences.
Dewey supplies in his theory of experimental education two con-
cepts which illuminate Bui finch's achievement of effectively putting
the past to use in the present: "indirect interest," having to do pri-
marily with subject matter, and the laboratory teacher, having to do
primarily with human connections with subject matter.
The concept of "indirect interest" explains in philosophical and
psychological terms exactly what happens when a teacher helps to trans-
form subject matter not of immediate interest to students into some-
thing which they genuinely want to learn.
Equally important is Dewey's concept of the laboratory teacher as
applied to Bulfinch's pedagogical credentials. Bulfinch, except for a
brief period in his youth, was not a professional teacher; therefore,
it would be inappropriate to view him as such. However, in The Age of
Fable he performed one of the roles of the experimental teacher: formu-
lation of curriculum. In referring to his pedagogical credentials, I
mean such credentials only as they apply to developing of curriculum,
and not in relation to other aspects of teaching such as classroom pre-
sentation, testing, and evaluating. Dewey's concept of laboratory
teacher has to do chiefly with such a teacher's work in devising cur-
riculum, and this is applicable to Bulfinch's curricular role.
Experimental curriculum, depending on immediate context rather
than on precedent, is by its very nature the result of social inter-
change. A person is needed both to give direction to this interchange,
and to organize the results. This human role in the process of curric-
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tures (school and university, for example).
In connecting Bui finch's process, Dewey's theory, and modern cur-
ricular experimentation, it will be important to bear in mind the re-
sults of such sociologically based research. Bulfinch worked indepen-
dently of schooling, and Dewey with his teachers at the Laboratory
School of the University of Chicago worked outside the regular school
culture, in a situation created entirely for experimentation. On the
other hand. Classical Studies Educators today, who wish to experiment
with ways to provide wide access to their subject matter specialty, must
perforce do at least some of their work within schooling.
I have suggested that Thomas Bulfinch in The Age of Fable can serve
as a model for curricular experimentation in Classical Studies. In the
chapters which follow I will give evidence from his life and work to
support this suggestion and will relate this evidence to Dewey's educa-
tional theory as Bulfinch anticipates it, in particular Dewey's concepts
of "indirect interest" and laboratory teacher. Dewey's methodical anal-
ysis of curricular experimentation will, I hope, put Bulfinch's process
in The Age of Fable within the grasp of modern practitioners of his
specialty: Classical Studies Education for people not interested in
these studies for their own sake. For this purpose such an explanation
of Bulfinch's procedure as Fitt's "he had enough of the god within him-
self to bring them [the classical myths] to life with a novel force" is
discouraging as it hints that such an accomplishment can only be the re-
suit of divine visitation, and not of mortal intelligence. An expla-
nation of the procedure based on Dewey puts it more within reach.
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The names Bui finch and Dewey are bywords for many Americans. The
former name they associate with classical learning; the latter, with
education. Both were advocates of enriching by means of education the
lives of the general populace. The specializations of both, combined.
Classical Studies for large numbers of people, and Education as a disci-
pline, reinforce one another. Bulfinch in The Age of Fable intuitively
shows that it is possible to combine the two. Dewey in his educational
theory helps us see how it is possible. Bulfinch was an intuitive
practitioner, anticipating the theory which Dewey would later devise,
a theory which confirms Bulfinch's practice and helps to explain why it
was effective.
Summary
Thomas Bulfinch (1796-1867) is a significant figure in American
education for both historical and curricular reasons. Viewed histori-
cally, he is the author of a standard manual of mythology. The Age of
Fable
,
used in American education for over a century. Bulfinch and The
Age of Fable
,
viewed from a curricular standpoint as an experimental
teacher and his innovative course of study, provide useful models for
present-day experimentation in Classical Studies curriculum. If the
Classics are to continue in American education, such experimentation is
needed. Disciplines in the field of Education, such as philosophy and
psychology of education, supply concepts and terms for analyzing Bul-
finch's design and applying it to current problems.
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CHAPTER II
BULFINCH AND THE AGE OF FABLE
Democratization of Learning in Bui finch's Era
In the decades preceding the publication in 1855 of The Age of
Fable
,
particularly beginning with the Jacksonian era and its emphasis
on the "common man," Americans strove to establish better educational
opportunities for people at all levels of society, including the work-
ing classJ In the era of the 1830s through the 1850s, free elementary
schooling was in the process of becoming an established right for many
Americans; in secondary education the academies flourished; and colleges
were founded, making higher education more accessible than before. Out-
side the confines of formal schooling, agencies such as libraries, ly-
ceums, and mechanics' institutes were conduits for learning.
Among the forces contributing to the spread of knowledge were the
evangelism which already characterized much American religion, the growth
of cities, technological developments such as advances in the printing
process, and a burgeoning wealthy class with philanthropic interests.
The working classes themselves contributed to educational progress,
through the efforts of enlightened leaders from their midst. Intellec-
tuals, spurred by democratic ideals, joined in the quest. Social re-
formers, active on many fronts in American life during these years,
joined in the drive for equalizing educational opportunities.
Many of the leaders of the movement were of Bui finch's generation.
The parents of these people had provided the leadership for the Revolu-
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tion and the constitutional beginnings of the United States. The new
generation of leaders had the responsibility of creating a society which
reflected Americans' newly-won rights and privileges. One such leader,
born, as was Bulfinch, in 1796, was Horace Mann, leader of the movement
for tax-supported public schools. Massachusetts, where Bulfinch spent
most of his life, bred not only Mann's pioneering work, but many other
innovative educational efforts.
Children in schools were not the only beneficiaries of the spread
of learning. Working people, adults of all ages, conscious of Ameri-
cans' new power as a people, craved knowledge as an appurtenance of this
power. Two typical institutions of the era, which provided opportuni-
ties for intellectual growth in ways which were convenient for older
learners, were mechanics' and mercantile institutes, and the lyceums.
Mechanics' institutes or evening classes for young men of the work-
ing class began in England in the 1820s and soon spread to America.
Businessmen established similar institutes for young workers in com-
merce. The apprentice system, with its close personal connections, was
dissolving, and the "institutes" provided evening activities which would
help young working men to advance, in their lives and their employment,
2
and also keep them "off the streets and away from taverns of evenings."
The lyceum movement started in Massachusetts in 1826 and by 1835
had spread to at least fifteen states. Lyceums were instruments for
diffusion of learning for the adult rural population, and for those in
cities and towns who were not in workers' institutes, but who desired
more education. Their general purposes were to further the cause of
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universal public schooling, to promote the building up of libraries for
public use, and to provide education in the form of weekly lectures and
debates. There was a strong emphasis in the lyceum on natural science,
as well as on politics and the humanities. Many famous intellectuals
of the era, for example Emerson and Thoreau, and the scientists Agassiz
of Harvard and Silliman of Yale, were itinerant lecturers on the lyceum
circuit. Alice Felt Tyler recaptures the spirit of the lyceum in the
phrase she uses to describe these traveling educators: "perennial and
3
peripatetic schoolmasters of America."
Books and libraries played a prominent role in these institutions;
libraries were often attached to the institutes for workers and to ly-
ceums. This was both a reason for stepped-up book production, and a re-
sult of the fact that cheaper manufacturing techniques made possible far
greater production of books in this era than before. Libraries flour-
ished everywhere as a consequence. Alice Felt Tyler says that a manual
published in 1859 (Rhee's Manual of Public Libraries ) "listed over fifty
thousand libraries in the United States - thirty thousand in Sunday
schools, eighteen thousand in other schools, and nearly three thousand
in cities and towns - with an estimated aggregate of nearly thirteen
4
million volumes."
Cheaper and more efficient printing techniques stepped up publica-
tion of series of books such as Harper's Family Library (finally 187
volumes in all) and Harper's Boys' and Girls' Library. These flourished,
as did various translations of European writings, and encyclopedias and
r
other books of general information. McGuffey's famed Eclectic Reader^
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were first published in 1836. "Gift books" were a phenomenon of the
age. These were published annually, the first one in the United States
in 1826, and "from 1846 to 1852 an average of sixty titles ... each
year." Decoratively bound and illustrated, these literary souvenirs
contained poetry, stories, and moral maxims, all aimed at promoting vir-
tue. These had a wide distribution among members of the middle class
and helped to create at that level of society a demand for literature
g
and art. These and other developments in the manufacture of books
helped to spread knowledge and create a common background throughout the
country, as for example in the case of the McGuffey Readers which, in
Commager's words "deliberately gave to generations of boys and girls
growing up in the prairies of the West a sense of membership in a larger
community of history and literature."^
In this era of democratization of learning, the term "useful know-
ledge" was a popular one. It appears, for example, in the name of the
Boston Society for the Diffusion of Useful Knowledge, established in
1830 to sponsor mechanics' institutes and publish educational materials.
The phrase was not a new one and had been popular during the eighteenth
century as well.® However, in the nineteenth century the phrase was
strongly associated with bringing learning to social classes other than
the elite.
Lack of democratization of classical learning . By the beginning of the
Jacksonian age of the "common man," classical learning, in contrast to
its former role in American life, had, as Reinhold states, ceased to
be 'useful knowledge' for the larger society, and no longer offered
38
guidelines for the nation."^
Earlier, in Revolutionary and Post-Revolutionary times, the Clas-
sics had been a respected source of ideas and precedents for the solving
of problems in society at large. Reinhold calls the earlier era a
"Golden Age," and the years 1790-1830 a "Silver Age," a time of decline
of the Classics in America from their previous revered position. In the
period about which he writes, the Classics became "the exclusive pre-
serve of the schoolmasters." Many leaders thought that the Classics had
now "exhausted their utility," and were "elitist, ornamental, impracti-
cal, even detrimental to republicanism." In their push to establish the
new nation, these leaders "feverishly sought to redirect education away
from the classical curriculum to national forms and purposes.
The Classics as a field of study were weakened not only by attacks
from without, but by the situation which prevailed within the field it-
self. Reinhold terms the age one of "superficiality of classical scho-
larship and of the prevailing methods of teaching." Throughout the
years he calls the "Silver Age," he says, "there resounds an almost un-
relieved litany of censure of both teachers of the classical languages
and their methods of instruction. This criticism came not only from
enemies but also supporters of the Classics." Critics viewed the Latin
grammar schools, such as Boston Latin School, as ridiculously old-
fashioned institutions where rote methods were the order of the day.
The result of such an education, it was generally concluded, was a lack
of mastery of subject matter: in spite of long years of drilling and
parsing, most students, the critics maintained, took away from their
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schooling only a smattering of Latin and Greek
Efforts by Americans who pursued graduate study in Germany, to im-
pose rigorous German methods of classical scholarship on colleges in
the United States, failed at this time. In fact, the United States had
not yet had scholars who specialized exclusively in Classics. "The
American college," according to Reinhold, "remained virtually unchanged,
continuing to be little above a German gymnasium.
Bui finch's Scheme for Spreading Knowledge
of Classical Mythology
Bui finch realized that classical learning was not disseminated
throughout American society of his time, and he considered this lack a
problem, at least insofar as it affected people's knowledge of classical
mythology. The Age of Fable was his proposed solution. In the Preface
to this work he says, "Our book is an attempt to solve [a] ... problem."
The problem to which he refers is the lack of knowledge of classical
mythology. Bulfinch implies that the traditional way to learn this sub-
ject has been study of the classical languages, and that many people do
not study these. He goes on to speak of new subject matter in curricu-
lum, science, which he distinguishes from the "science of mere fancy"
which is mythology. "The time, even of the young," he says, "is claimed
by so many sciences of facts and things," that it is doubtful that
those who have not studied the Classics will set out to study mythology
for itself.
He explains why lack of knowledge of mythology is a problem for the
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people of his time. One needs to know it to read literature satisfac-
torily. British and American literature is full of allusions to classi-
cal myths, he tells us. Writers often refer to specific myths to clari-
fy and vivify points which they are trying to make. However, many peo-
ple do not know these stories, so cannot fully enjoy literature. "Per-
sons by no means illiterate say they cannot enjoy Milton.
"But," he asks, "how is mythology to be taught to one who does not
learn it through the medium of Greece and Rome?" In a scientific age
people are not likely to devote time to serious study of "set treatises"
on mythology. Another possibility, reading translations of the ancient
works with no updating, is futile, because these, like the originals,
are full of recondite mythological allusions.
Let any one who doubts it read the first page of the
"Aeneid," [ sic] and see what he can make of "the hatred of
Juno," the "decree of the Parcae," the "judgment of Paris,"
and the "honors of Ganymede," without this knowledge.
The classical dictionary, yet another possibility, in its usual format
is an unattractive solution, as one must interrupt one's reading to use
15
it, and the accounts therein are dry.
Bui finch's solution was to combine the two elements, classical
mythology and modern literature. The Age of Fable consists primarily
of prose narratives of myths interwoven with quotations from then-
popular English and American poetry which contain allusions to these
myths. The book's very format illustrates the contemporary usefulness
of classical mythology. As I have mentioned (Chap. I), Bulfinch em-
phasizes by italicizing words in his Preface that his "province" in the
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is "mythology as connected with literature
. Hale, as we have
seen, cites Bulfinch as innovative in this way in contrast to other nar-
rators of myth: "What Mr. Bulfinch wanted to do, and succeeded in doing,
was to connect the old stories with modern 1 iterature."^^
Bui finch's attitude toward mythology in The Age of Fable is that
it is useful knowledge" and should be made available to large numbers
of people. As I have already noted in a brief discussion of this fact,
"A Book of 'Decided Usefulness': Thomas Bulfinch' s The Age of Fable ,"
his contemporaries clearly saw him as a purveyor of "useful knowledge."
An obituary for Bulfinch which appeared in the Boston Daily Evening
Transcript and, slightly altered, in The New York Times
,
after his death
in 1867, says, "He was the author of several books of decided useful-
ness."^®
In some of his statements, but primarily in its application, Bul-
finch' s concept of "useful knowledge" in The Age of Fable is clear-cut.
He will connect mythology with modern literature and thereby demonstrate
its usefulness, making it of interest to large numbers of people. In
the dedication to Henry Wadsworth Longfellow with which he begins The
Age of Fable he puts his purpose into words which perfectly correspond
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to the phrase in the Preface, "mythology as connected with literature:
"
TO
HENRY WADSWORTH LONGFELLOW,
THE POET ALIKE OF THE MANY AND OF THE FEW,
THIS ATTEMPT TO POPULARIZE
MYTHOLOGY,
AND EXTEND THE ENJOYMENT OF ELEGANT LITERATURE,
IS RESPECTFULLY INSCRIBED.
(By "elegant" Bulfinch meant "refined"; "elegant literature" would con-
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sist of works which would generally fall under the heading "belles-
lettres .
"
)
This concept of "useful knowledge" was closely connected, in a way
typical of Bulfinch's age, with the concept of democratization of learn-
ing. He wanted to demonstrate that classical mythology was useful so
that people throughout the society would want to learn it. This is
clear in the very fact that he chose, as the one to whom to dedicate his
book, Longfellow, an esteemed scholar whose creative writing had cap-
tured the popular imagination. Bulfinch reinforces this significance in
the words which he uses to describe Longfellow, "the poet alike of the
many and of the few." That Bulfinch is striving to reach "the many" is
evident in his choice of words in the dedication: he wants to "popular-
ize" and "extend" the two elements which are his "province," mythology
and [the enjoyment of] literature. He continues in this vein in his
Preface when he defines the audience for which he has compiled the myths
"
as connected with literature "
:
Our book is not for the learned, nor for the theologian,
nor for the philosopher, but for the reader of English litera-
ture, of either sex, who wishes to comprehend the allusions so
frequently made by public speakers, lecturers, essayists, and
poets, and those which occur in polite conversation.
The Age of Fable , he continues, is for people of all ages, and, besides
helping in the reading of literature, may help its readers when they
20
view art based on myths or hear myths referred to in conversation.
In practice, Bulfinch's concept of "useful knowledge," applied to
classical mythology, is based on a hardheaded view that if people are
not directly attracted to this subject matter in and of itself (and most
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are not, he says), then it is necessary to combine it with something in
which they are already interested. This is the pragmatic side of the
concept as he views it.
However, his idea of "useful knowledge" has another side, which has
to do with pleasure. Considered in this way, knowledge is "useful" if
it produces happiness. He begins his Preface by saying this:
If no other knowledge deserves to be called useful but
that which helps to enlarge our possessions or to raise our
station in society, then Mythology has no claim to the appel-
lation. But if that which tends to make us happier and better
can be called useful, then we claim that epithet for our sub-
ject. For Mythology is the handmaid of literature; and litera-
ture is one of the best allies of virtue and promoters of hap-
piness. 21
Although it appears that Bulfinch is here advancing a view similar to
that of William Holmes McGuffey who called good books the "handmaids of
virtue and religion," Bulfinch was not as strait-laced as this would
22imply. Nor was he so philosophically minded that this statement might
represent his being an adherent of the system of ethics called eudaemo-
nism which terms virtuous those actions which produce happiness. Rather,
he reveals here one of his most outstanding characteristics as revealed
in The Age of Fable
,
a sense of the value of fun. What is fun in a be-
nign way, he would say, is good for people and therefore useful to them.
It is fun for people to read literature, but more fun when they fully
understand it (he calls The Age of Fable "this attempt to popularize
mythology and extend the enjoyment of elegant literature" [italics
mine]). He stresses pleasure throughout the Preface. For example, he
rejects the idea that readers might use one or another classical dic-
tionary as a general source of knowledge of mythology, for such a work
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gives "only the dry facts without any of the charm of the original nar-
rative." He wants to include this charm in his book, and says that he
has attempted to tell the myths "in such a manner as to make them a
source of amusement." In this way he hopes "to teach mythology not as
a study, but as a relaxation from study; to give our work the charm of
a story-book." To accomplish this he has translated the narratives
from ancient works, although accurately, not literally, because "in the
author's opinion, poetry translated into literal prose is very unattrac-
23
tive reading."
This is not to say that Bulfinch's primary aim is to amuse. His
main purpose is to instruct, and to do so carefully. Pragmatism and
pleasure, the two sides of his concept of "useful knowledge," were the
values which would draw large numbers of people to the subject matter
he wanted to teach them. The two values were interrelated. Not only
were myths useful for the reading of literature, but one's pleasure in
reading literature would be extended by knowing myth. "Without a knowl-
edge of mythology much of the elegant literature of our own language
24
cannot be understood and appreciated," Bulfinch claims.
He interweaves his remarks about presenting the myths attractively
with strictures about the need to present them accurately. In his book
they are to be "a source of amusement," but, he adds, "we have endeav-
ored to tell them correctly, according to the ancient authorities." He
hopes to give his work "the charm of a story-book, yet by means of it
to impart a knowledge of an important branch of education." While he
dismisses the idea that people who read literature as a pastime should
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consult a traditional classical dictionary, ho includos an indox in
The Age of Fable
,
"to adapt it to the purposes of reference, and make
it a Classical Dictionary for the parlor." This last description makes
clear that Bui finch intended his book for general rather than school
use, although, as will be demonstrated below, it later became a standard
OC
reference work in American schools.
In writing The Age of Fable
,
Bulfinch wanted to provide instruction
primarily in classical mythology, and secondarily, in modern literature.
His initial plan for the book as described in an 1849 letter to his
brother Stephen, does not include the quotations from poetry, but only
narratives of myth: "translations ... from Ovid etc." [sic]?^ His title
and sub-title for the book indicate that his primary purpose was to
teach classical myths: The Age of Fable: or Stories of Gods and Heroes .
His dedication, to Longfellow, makes clear that mythology was uppermost
in his mind: he calls The Age of Fable first of all "this attempt to
popularize mythology."
With respect to the modern literature which he includes in the
"poetical citations," Bulfinch also had an instructional purpose: he
intended, by providing instruction in mythology, to, as he puts it in
his dedication, "extend the enjoyment of elegant literature." The quo-
tations from poetry will, he expects, have various other educative ef-
fects, he says in the Preface. They will help readers to remember the
main points of the stories in the myths, will aid in pronunciation of
classical names because of their rhythm, and "they will enrich the mem-
ory with many gems of poetry, some of them such as are most frequently
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quoted or alluded to in reading and conversation."^^
"Hebrew Lyrical History": a rehearsal for "The Age of Fable . " The scheme
which Bui finch devised to spread knowledge of classical mythology was
based primarily on a demonstration of mythology as "useful knowledge,"
"useful" having a double meaning of pragmatism and pleasure inter-
twined. The scheme evolved from his work on an earlier book, his first
book to be published, and can be more fully understood in light of that
work.
Bulfinch's work on Hebrew Lyrical History
,
published in 1853, was
po
a rehearsal for the writing of The Age of Fable
,
published in 1855. In-
deed both books took form in Bulfinch's mind in the early 1850s. They
have parallel plans and are based on the same process: the combining of
ancient learning with a secondary interest. In the case of Hebrew Lyr-
ical History
,
this interest, the study of Jewish history, was not widely
popular as was the interest in literature which Bulfinch utilized in
The Age of Fable
,
and the latter work proved popular while the former
did not.
In late 1849 Bulfinch wrote to his brother,
"I have not yet given up the thought I suggested to you about
translations etc. from Ovid etc. [sic]. What think you of
this for a title page -
Age of Fable
Stories of Gods & Heroes of Antiquity, or
Mythology Taught by narrative.
Part of my plan is to tell the story of the Iliad in brief ...
It might form a framework to contain certain cabinet pieces,
such as your taste might select to be given in detail. So the
story of the AEneid [sic] might contain in full the storv of
Dido, of the visit to Erebus, of Nisus & Euryalus, etc. "29
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At the time Bui finch wrote this letter, he was compiling a prayer
book (which included scriptural readings) for King's Chapel where he
was a parishioner. By spring of 1851 he was at work on a book, not
The Age of Fable
, but Hebrew Lyrical Hi story .
In this work he has arranged selected Psalms in an order which
corresponds as nearly as possible to the order of events in the history
of the Jews in biblical times. In many cases the order of the Psalms
which he settled upon was conjectural with respect to historical events
which they may have mirrored.
Bui finch wrote this book to make the Psalms attractive to the gen-
eral reader, including (but not exclusively) the young. It appears
that in 1851, two years before publication of Hebrew Lyrical History by
what appears to have been a commercial publisher, he was aiming at pub-
lication by an agency such as the American Sunday School Union which
sponsored schools for general education and published many books. In
the first of two letters to his brother, about Hebrew Lyrical History ,
these two points stand out as does the method which he wants to use to
make the Psalms interesting to readers. He is asking his brother's
advice about this; and has sent him a first draft of part of the book
so that he may help.
I want you to write down as you go along, any hints
that occur to you, such as references to parallel
passages in modern or classical authors, anecdotes,
anything that it may strike you would add to the at-
tractiveness of the book to either of two classes of
readers, viz, the elder Sunday-school pupils & teachers.
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or the young gentlemen & lady readers, for I aim
at such, I assure you. I shall pursue my own re-
searches, with this view, and when I light upon
any scrap of the kind, put it in, mosaic-like,
where it will show best.
Thus, Bui finch hoped to "add to the attractiveness of the book" by re-
ferring to "parallel passages," which he intended to insert "mosaic-
like." This was to be exactly the format of The Age of Fable .
However, the "parallel passages" were not Bulfinch's main means of
control in arranging selected Psalms for Hebrew Lyrical History . In-
stead, for this purpose he used Jewish history, arranging the Psalms as
they seemed to correspond to events. Bui finch indicates in a letter
dated a few days later that his brother had sent him some criticism of
his rough draft, and that the criticism has to do with Bulfinch's con-
jectures about the chronology of the Psalms. He makes it clear that
his main point in arranging them is pedagogical rather than scholarly:
above all, he wants "the readers to view the compositions as having a
meaning." His arrangement is conjectural, based on the best evidence
he has, but subject to change; above all, it is aimed at conveying mean-
ing by showing connections.
Your criticism is well founded. No doubt the indica-
tions are slight in some cases, and wholly wanting in
others to fix the purpose and occasion of the psalms.
But in others they are plain enough and, having arranged
a certain number by indubitable marks, we may venture
to arrange the others with some latitude of conjecture,
as the naturalists do their plants or shells, not shut-
ting their ears or eyes to any signs or marks that may
hereafter be detected, and lead to an amendment in the
arrangement.
After all it seems to me not to derogate much from
the usefulness of the arrangement, if there should be
1
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doubtful, or even erroneous classification, in some in-
stances. - The significance of the composition is cleared
up if a probable occasion is found for it, and the main
purpose accomplished, to accustom the reader to view the
compositions as having a meaning, and not as mere bundles
of pious-sounding sentences, neither adapted nor intended
to call up any idea in the minds of the hearer or reader. 32
Comparison of "Hebrew Lyrical History*' and "The Age of Fable !' In Hebrew
Lyrical History
,
the Psalms are the main subject matter. This subject
matter is controlled by a guiding hypothesis: the reading of Psalms
which are related in either fact or spirit to historical events, in the
order in which these events occurred, will help readers to better under-
stand both the Psalms and Jewish history. In The Age of Fable , n\yths,
chiefly Greek and Roman, are the main subject matter. This subject mat-
ter is also controlled by a guiding hypothesis: the reading of certain
myths told in a certain way (so as not to dispel their charm) will help
readers better understand both the myths and British and American poet-
ry, which draws heavily on mythology.
In both cases control over the material consists of selecting from
already organized ancient subject matter (Psalms, myths); arranging the
selections; and annotating with related subsidiary material (Jewish his-
tory; British and American poetry). As we have seen, while writing
Hebrew Lyrical History , Bulfinch speaks of having a control similar to
that which scientists have over empirical data, "with some latitude of
conjecture ... not shutting their ears or eyes to any signs or marks
that may hereafter be detected, and lead to an amendment in the
arrange-
,.33
An important aspect of Bulfinch's purpose in writing both
books was
ment.
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to make ancient material more intelligible and therefore more attrac-
tive. His objects in composing Hebrew Lyrical History
, he says in his
Preface, are "to make the Psalms more interesting by linking them in a
chain or narrative, - to give a clearer perception of their beauties by
the critical illustration, ...to soften any repulsive features which
they may have worn in the imperfect translation in which they are usu-
ally read." His scheme, the arrangement of selected Psalms in an order
which would show the course of ancient Jewish history, will, he hopes,
have "the effect of making the Psalms more readily intelligible, and of
placing their beauties in a clear light. As I have already demon-
strated, in The Age of Fable Bulfinch stresses the importance of plea-
sure as a value which, along with pragmatism, can convince readers that
his subject matter is "useful knowledge."
Although there are important differences between the two works
(in The Age of Fable Bulfinch pairs ancient and modern subject matters,
while in Hebrew Lyrical History
,
both subject matters are ancient, and
in The Age of Fable his manner is less inhibited than in the earlier
work), his basic process is the same in each. This process consists of
combining ancient learning (the Psalms; classical mythology) with a
secondary interest (Jewish history; British and American poetry). An
advertisement for Hebrew Lyrical History which appears at the back of
the first edition of The Age of Fable , although it does not mention the
process described above, confirms the view that Bulfinch and his pub-
lishers saw the two works as similar. The advertisement begins: "At
first view this volume may seem to have little affinity with the pre-
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C6di ng work; but it has this in common with it, - it aims to mako avail-
able to the general public what has heretofore been the exclusive prop-
erty of the scholar." The words of the advertisement confirm the
view that Bulfinch in Hebrew Lyrical History wanted to spread knowledge
of an ancient branch of learning. In The Age of Fable he perfected the
method for doing this, which he had rehearsed in Hebrew Lyrical History .
The Age of Fable
Besides being a curricular model for the teaching of classical
studies. The Age of Fable is still a readable book in spite of certain
anachronistic qualities. Fitts warns the reader to avoid the sense of
superiority which can result from seeing Bulfinch apart from his own
context, and insists that on his own terms Bulfinch must be taken seri-
ously. It is true that certain qualities in Bulfinch jar modern sensi-
bility; Fitts admirably sums these up as "his archness, his prudery,
his skittish concern for the polite, his small pedantries." However,
as Fitts puts it, "It will not do to condescend to Bulfinch. He must
be met and understood on his own terms." These terms are those which
he sets forth in the Dedication and Preface of The Age of Fable , which
I have examined above.
The Age of Fable is a book consisting of prose narratives of myths,
and quotations from English and American poetry which contain allusions
to these myths. The book contains forty-one chapters. Thirty-six of
these consist of Bulfinch's narratives of classical myths, chiefly his
own translations from ancient authors; and explanations of related ma-
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terial, such as oracles, sculpture based on myths, and mythical mon-
sters (Chapters I -XXXVI). Five chapters consist of narratives of
myths from cultures other than the classical: Asian and Norse (Chap-
ters XXXVII -XLI). Bulfinch depends primarily on Ovid's Metamorphoses
as a source for stories of the myths, but he does not follow Ovid's
order of presentation. For example, the story of Actaeon appears in
Bulfinch (Chapter IV) before the story of Phaeton fsic ! (Chapter V),
and yet in Ovid the order is reversed (Phaeton in Book II of Metamor-
phoses and Actaeon in Book III). Other ancient authors from whom he
37draws are Virgil and Homer.
English and American authors quoted by Bulfinch are for the most
part still standard figures, but some are now unknown. They are:
Armstrong, Browning (Elizabeth Barrett), Bulfinch (Stephen Greenleaf),
Byron, Campbell, Coleridge, Cowper, Darwin, Dryden, Dyer, Fletcher,
Francklin, Garrick, Goldsmith, Gray, Harvey, Hemans, Hood, Keats,
Landor, Longfellow, Lowell, Macaulay, Mickle, Mil man, Milton, Moore,
Pope, Scott, Shakespeare, Shelley, Southey, Spenser, Swift, Tennyson,
Thomson, Tickell, Waller, Wordsworth, and Young. In his Introduction
(Chapter I) alone, Bulfinch quotes eight authors, all of them English:
Milton, Moore, Cowper (in a translation of Homer), Shakespeare, Byron,
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Gray, Spenser, and Macaulay.
Bulfinch apparently used popularity as a criterion for selecting
his poetic quotations. He says in the Preface that these quotations
which he calls "poetical citations" are "some of them such as are most
39
frequently quoted or alluded to in reading or conversation. Whether
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or not he shared in the popular tastes, he used them as a vehicle for
mythology in The Age of Fable
,
quoting in some cases from poets inferior
from a literary point of view (an example, by Mickle, appears below in
the discussion of Bui finch's treatment of the story of Pyramus and
Thisbe). In general, he leans more heavily on the great standard poets,
such as Shakespeare and Milton, than on popular versifiers. However,
as the above list of poets shows, he quotes several poets whose work
has not lasted, for example, Hemans, Mickle, Milman, and Young.
The McGuffey Readers so popular in Bulfinch's time and later, and
other reading textbooks of the time, which "drew heavily from the same
sources and each other" also contained a melange of both lasting and
mediocre literature, in the case of the textbooks far more of the latter
than Bui finch included. Lindberg in his annotated compilation of se-
lections from the McGuffey Readers says, "It must be conceded that the
literary selections generally include far too many works by third- and
fourth-rate writers (especially American poetasters). In some respects
the McGuffey Readers represented all too well the popular literary
tastes of their era.""^^ The poets whom Bui finch quotes are in many
cases those, both great and mediocre, chosen for the McGuffey Readers :
for example, Shakespeare, Goldsmith, and Tennyson, as well as Hemans
(Mrs. Felicia Dorothea Hemans, 1793-1835), whose work such as the poem
beginning "The boy stood on the burning deck" has not stood the test of
4.-
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time.
Since Bulfinch used popularity as a criterion for choosing "poeti-
cal citations," it is not surprising that not only did many of the same
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authors appear in popular textbooks, but also in the gift books or
literary annuals, a phenomenon of the age, previously mentioned: for
example, according to Curti
,
Byron, Southey, Scott, Wordsworth, Cole-
ridge, and Longfellow were among poets quoted in these popular books.
After a few of his narratives, Bui finch does not quote from modern
authors; for example, he does not do so after the stories of Nisus and
Scylla, Meleager and Atalanta, and "The Infernal Regions"." However,
he usually does so, and brings the ancient into his own time and context
in other ways as well, by, for example, mentioning statues of mythologi-
cal figures in the Boston Athenaeum.
Bui finch includes study aids in The Age of Fable in the form of two
appendixes, "Proverbial Expressions" and "Index of Names." "Proverbial
Expressions" is a collection of eighteen brief Latin quotations from the
works of Ovid and Virgil (with the exception of one anonymous quotation),
with their English translations. Each is taken from a work which Bul-
finch has translated in The Age of Fable
,
and he names the page on which
occurs the event which the line recalls (he does not always quote the
line in his own narrative). An example of these "expressions" is
"Medio tutissimus ibis ," "You will go most safely in the middle," from
Ovid's version of the Phaeton story. "Index of Names" contains over
700 proper nouns from classical myths, many marked with accents to in-
dicate stressed syllables, a few with brief information, and all with
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page references to the body of the book.
Example of Bulfinch's technique .
"Pyramus and Thisbe ." Bulfinch translates Ovid ( Metamorphoses
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IV) both accurately and artfully in telling the story of the ill-fated
lovers, so much like Romeo and Juliet: Pyramus and Thisbe.^^ What fol-
lows is a summary and does not include his felicities.
The pair lived in Babylonia in adjoining houses, but were forbid-
den by their parents to have anything to do with each other. Their only
method of communication was a covert one: they often spoke through a
chink in the common wall of the two houses. Finally they agreed to meet
near a well-known monument outside the city limits, in a spot near a
fountain and under a mulberry tree. Thisbe arrived first, and caught
sight of a lioness near the fountain. The animal had blood-stained
jaws. Thisbe was frightened and ran into hiding, dropping her veil be-
hind her. The lioness saw the veil, and began to toy with it; finally
the animal left. When Pyramus arrived, he saw the lioness's tracks and
also the veil on the ground, all bloodied. He came to the conclusion
that Thisbe had been killed. In a fit of guilt and sorrow he then
killed himself with his sword. His blood spurted all over the mulber-
ries, which had been white, turning them red. Thisbe then returned,
saw what had happened, and killed herself in turn, praying that their
parents might bury them in one tomb and that the mulberries would be
forever red, in memory of the blood which she and her lover had shed.
Both prayers were answered.
After telling the story, Bui finch quotes lines from two poets, one
of whom (Moore) is known today, the other (Mickle) not, refers to Davy's
Safety Lamp (an oil lamp used by coal miners), apparently an object
familiar to the general public of his time, and finally, in avuncular
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fashion, directs his younger readers toward Shakespeare. In this case
quoting directly from Bui finch will best convey the flavor of the non-
classical element which is joined to the classical throughout Chapters
I-XXXVI of The Age of Fable .
Moore, in the Sylph's Ball, speaking of Davy's Safety
Lamp, is reminded of the wall that separated Thisbe and
her lover:-
"0 for that Lamp's metallic gauze.
That curtain of protecting wire.
Which Davy delicately draws
Around illicit, dangerous fire!
"The wall he sets 'twixt Flame and Air,
(Like that which barred young Thisbe's bliss,)
Through whose small holes this dangerous pair
May see each other, but not kiss."
In Mickle's translation of the Lusiad occurs the follow-
ing allusion to the story of Pyramus and Thisbe, and the
metamorphosis of the mulberries. The poet is describing the
Island of Love.
"
— here each gift Pomona's hand bestows
In cultured garden, free uncultured flows.
The flavor sweeter and the hue more fair
Than e'er was fostered by the hand of care.
The cherry here in shining crimson glows.
And stained with lovers' blood, in pendent rows.
The mulberries o'erload the bending boughs."
If any of our young readers can be so hard-hearted as
to enjoy a laugh at the expense of poor Pyramus and Thisbe,
they may find an opportunity by turning to Shakespeare's
play of the Midsummer Night's Dream, where it is most
amusingly burlesqued. A6
Recognition of 'The Age of Fable" as Pedagogical
Although Bui finch intended The Age of Fable to be a work for the
general public rather than a book for schools, American teachers have
for many years viewed it as a standard reference work for the teaching
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of mythology. Evidence that this has been the case appears in the pages
of genera 1 “ i nterest periodicals for teachers as well as other sources.
This evidence is chiefly from the twentieth century, although there are
indications that the book was used for schooling in the nineteenth cen-
tury, particularly in the 1890s. It is significant that much of the
evidence comes from the inheritors, in this century, of the common
school movement of Bui finch's day: teachers themselves - writing for
other teachers.
Ellen Bui finch says of her uncle's financial success from his fa-
mous book -
His resources were much increased by the sale of "The Age of
Fable," the most popular of those compilations for young read-
ers which he enjoyed so much preparing. 47
It is not clear in her statement whether or not the young readers to
whom she refers were during the author's lifetime using The Age of Fable
in a school setting. Evidence indicates that in the 1860s and 1870s,
the decades after its publication, the book was not yet acknowledged as
an aid in schooling. The Age of Fable is not included either in a list
of books of reference or in another list, one of American textbooks,
both published during the 1860s in Henry Barnard's ample The American
Journal of Education . Throughout the entire publication history of
American Educational Monthly , another education periodical (1864-1876),
although manuals of mythology other than Bui finch's are reviewed and
discussed, as are other classically related texts, there is no mention
49
of Bui finch's work.
The first indication which I have found that The Age of Fable was
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used in schools, occurs in Hale's 1881 Preface to his revised version
of The Age of Fable . Hale says:
From the moment of its publication it met with a favorable
reception both from the teachers of young people, and from
the young people themselves,- and it has been in constant
circulation and demand since that time.
Toward the end of his preface Hale refers specifically to the use of the
book in schools, both prior to and following the publication of his re-
vised verson:
The book has been so widely and successfully used in schools
that it seems proper to add that this new edition is consider-
ably enlarged... The index... becomes virtually a brief classi-
cal dictionary sufficient for most purposes in schools. 50
The Hale version enjoyed great popularity, and was reissued many times
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in various formats. Another work, originally based on The Age of
Fable but in its final form differing so drastically from it as to be a
different work, was Charles Mills Gayley's The Classic Myths in English
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Literature and Art . Gayley, however, adhered to Bui finch's concept of
combining ancient and modern.
Others who put together revised versions in the late 1800s were
Reverend J. Loughran Scott (1898) and William H. Klapp (1899), both
editions published in Philadelphia. Scott, by including extra aids for
study, appears to have had the school population in mind. In an ad-
vertisement at the end of Klapp' s version. The Age of Fable is hailed
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as both a reference manual and a textbook.
Just after the turn of the century, in G. Stanley Hall's The Peda-
gogical Seminary , an article advocating the teaching of mythology in the
grades is followed by a "Course of Study in History and Literature."
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Here Bullfinch [ sic] is recommended not as reading for pupils (the course
is for grades 1-8), but as a reference book.^^
Paul Monroe's Cyclopedia of Education (1913), a touchstone on edu-
cational matters in the earlier part of the century, contains an article
entitled "Mythology," which is followed by a list of reference works re-
lated to the subject. Thirty-five books and articles are listed here,
among them Bulfinch's The Age of Fable
,
which is one of two titles ac-
companied by commentary, and is called "a classic. In the same year
in a bulletin of the United States Bureau of Education is "A List of
Books Suited to a High School Library." The Age of Fable is included
in this list, under the heading "Ancient History and Mythology," is
designated by a star (to indicate "work... of unusual value") and de-
scribed as: "Possibly the best introduction to mythology." Another
Bureau of Education bulletin, issued in 1917, "Library Books for High
Schools," lists The Age of Fable in a group of fifteen books under the
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heading "Mythology." The Age of Fable is included in the bibliography
for a ninth grade English literature course in a 1926 Illinois bulletin
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for teachers of English. After this time, there is a gap in the evi-
dence; little was found about the teaching of mythology (the topic used
in this search) during the 1930s, and no reference to The Age of Fable .
Two articles on the teaching of mythology, in publications for
teachers. Instructor , and Social Education , published during the 1940's,
mention Bulfinch.^^ Grade Teacher in 1958 and 1959 published a series
of four articles on the teaching of mythology by Katherine B. Stains and
Dr. Ellenor M. Swallow. An attractive feature of these articles is the
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list of toaching aids listed after each. Bulfinch's work is mentioned
59
on these lists.
Throughout the sixties and down to the present time, evidence in-
dicates a rising interest in classical mythology as a subject to be
taught in schools. In a four-page, lavishly illustrated article in
Instructor in 1960, replete with many suggestions for classroom activi-
ties, Bulfinch's book is the only one mentioned. Two articles pub-
lished in the late sixties, one in The Clearing House and the other in
Elementary English allude to The Age of Fable
,
although under two of
the book's names as issued by various publishers in versions varying in
some way from the original
,
Bulfinch's Mythology and The Outline of
fil
Mythology . Bui finch and his book are mentioned three times in a ser-
ies of articles using myths to teach behavior, spanning three volumes
of Gifted Child Quarterly
,
those of 1971-1973.^^ An article on the pos-
sibilities in mythology as subject matter appears in a 1972 issue of
Instructor
,
accompanied by a bibliography in which a version of The Age
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of Fable called A Book of Myths is recommended for older children.
In a discussion of social studies curriculum appearing in a 1976 issue
of Teacher
,
Bulfinch's Mythology is listed among other compilations of
myth, in the bibliography.^^ A description of an elective mythology
course for a secondary English class, in English Journal (1977) includes
65
Bulfinch's Mythology among recommended supplementary materials. An
argument for including mythology in elementary school curriculum, par-
ticularly in social studies, appears in Social Education , 1978, and in-
cludes Bulfinch's Mythology in a bibliography.^^
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To summarize, evidence that The Age of Fable has been considered a
standard reference work in American schooling is unobtrusive and appears
most consistently in works for teachers, about the teaching of mytholo-
gy.
Summary
In the thirty years before the Civil War, many Americans took part
in a vast movement to democratize learning. This movement, however,
did not stress classical learning, which in the eighteenth century had
been considered extremely "useful knowledge." During the 1850s and
1860s Bulfinch's books made various contributions to the general democ-
fi7
rati zing effort. In the most successful of these. The Age of Fable
,
he
used an innovative pedagogical method to prove classical mythology "use
ful" and thereby interesting to large numbers of people, combining it
with a popular modern element, "mythology as connected with literature .
A survey of documents and periodicals in the field of education shows
that The Age of Fable
,
at first popular with the general public, grad-
ually became a standard reference work in schools.
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CHAPTER III
ASPECTS OF BULFINCH'S BIOGRAPHY
In The Age of Fable Bui finch showed his contemporaries a way in
which they could use classical mythology in their cultural lives, to
enhance their reading of literature, in that era a popular pastime.
In doing so he succeeded in democratizing the subject not only for his
own, but for later generations of Americans. His demonstration of clas-
sical mythology as "useful knowledge" was in keeping with ideas of Amer-
ican educational reformers who looked upon organized subject matter as
not only an ornament for the elite, but as an instrument in the lives
of ordinary people. Bulfinch was able to apply this idea so effectively
because he had the appropriate training and experience, as well as spe-
cial gifts of imagination and intellect. He knew the Classics, and he
was familiar with some of the problems of pedagogy. He knew the people
of his era and their daily lives. He also had an original mind and en-
joyed tinkering with ideas. In giving evidence that all of this is
true, I will bring to light a good many facts about his life which up
until now have remained unknown.
He was born in 1796 to Charles Bulfinch, the architect, and Hannah
(Apthorp) Bulfinch, the sixth of their eleven children and third in line
of those who survived infancy.^ In the year of his birth his father,
who had been prosperous, went into bankruptcy. Lack of money became a
constant problem for the family. However, in spite of this, Thomas Bul-
finch was educated at some of the finest institutions of the day: Boston
Latin School, Phillips Exeter Academy, and Harvard College. After
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graduating from college (1814), he taught briefly at Boston Latin School
and then began a business career. He went from one to another branch of
business until 1837, when he settled into a modest post in a bank, a
position which he held for the rest of his life. Except for a few years
when he lived with his family in Washington (his father at the time was
Architect to the Capitol), he lived in Boston.^ He volunteered his ser-
vices to at least two of the city's most respected institutions: King's
Chapel, where he was a lifelong parishioner, and the Boston Society of
Natural History where he served as Secretary during the 1840s.
^
He never married, and his attachments to his family of birth were
always close, particularly to his parents with whom he lived most of
the time until they died, and two of his brothers, George Storer Bul-
finch and Stephen Greenleaf Bulfinch. Two associations outside his
family were especially close: his friendship with George Barrell Emer-
son, a prominent American educator, and his role as mentor to Matthew
5
Edwards, a young English tradesman who had migrated to America.
Bulfinch as Family Man and Businessman
He was born into a patrician family. His grandfather and great-
grandfather, both named Thomas Bulfinch, had been physicians in Boston,
trained in Europe. His Apthorp forebears, occurring on both his fa-
ther's and mother's sides (they were cousins) were well-educated and
wealthy. Both the Bui finches and Apthorps were respected old Boston
families.^
Charles Bulfinch's serious financial failures, one in 1796 and
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another in 1811, both related to innovative plans for developing Boston
as a city, left him and his family financially needy. However, they re-
mained socially prominent, and Charles gained in reputation as an archi-
tect, and also as a public servant. After his bankruptcy in 1796, he
was appointed Superintendent of Police in Boston, a paying post, as well
as Chairman of the Board of Selectmen of the city, a non-paying posi-
tion.^ During the 1790s and early 1800s he carried out many architec-
tural commissions, including the designs for the Massachusetts State
House and the Massachusetts General Hospital. In 1818 he was appointed
Architect to the Capitol at Washington and served in that capacity until
O
1830, living in Washington during those years. Of the architect's
reputation Walter Muir Whitehill says, "Although Charles Bulfinch may
have been a poor business man, he was as imaginative an architect as he
was a devoted public servant. Boston owes him a unique debt for his
skill in transforming an eighteenth century town into a nineteenth cen-
tury city."^ Both locally and nationally, Charles Bulfinch had influ-
ence. For example, he was acquainted with the four presidents of the
United States who held terms of office in years between 1801 and 1829:
Jefferson, Madison, Monroe, and John Quincy Adams.
Since Thomas Bulfinch lived for the most part with his parents, he
shared their ambience, including contacts with influential acquain-
tances. His own education, moreover, brought him into contact with
many men who were to become leaders in American society. For example,
he was acquainted with the five men who served as presidents of Harvard
University from 1810 to 1860: John Kirkland, Josiah Quincy, Edward
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Everett, Jared Sparks, and James Walker. Kirkland was in office when
Bulfinch attended Harvard (1810-1814).^^ Quincy, President of Harvard
from 1829 to 1845, was evidently a close acquaintance. Bulfinch indi-
cates this, for example, in writing to his brother about a planned vis-
it to Quincy's home on Thanksgiving evening, "Don't laugh. Have I not
been visiting there, off and on, for 20 years, and why should I not go
1
2
to the end of the chapter?" Everett, Sparks, and Walker had all been
fellow students with Bulfinch. Everett after graduating from Harvard
in 1811 stayed on to pursue studies in divinity, and received an M.A.
in 1814. Thus he was in Cambridge when Bulfinch was an undergraduate.
Bulfinch admired him, as is evident in the Latin poem which he, when he
was about twenty, wrote in Everett's honor: "Ad E.E. Per Graeciam Iter
Facientem ," ("To E.E. Traveling in Greece") saluting Everett's trip
abroad to prepare for his new position as the first Professor of Greek
Literature at Harvard (the poem was published in the North American Re-
1
3
view ) . Everett's varied career later included a brief term as Presi-
dent of Harvard (1846-1849). Sparks, president from 1849 to 1853, had
enrolled at Phillips Exeter as a young man of twenty the same year that
Bulfinch enrolled at age thirteen. Walker had been in Bulfinch's
Harvard class and was evidently a friend; Bulfinch greets him as such
in a letter, for example: "My dear friend," and continues in an espe-
1
5
cially friendly manner.
As for his private life Bulfinch had by his early twenties become
a family mainstay. Various circumstances appear to have brought this
about: for example, his father's second financial failure in 1811 re-
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suiting in a brief imprisonment for debt, and followed by a fall which
left him temporarily lame; and the uncertain health of his older brother
Charles as compared with his own robustness. By the time the family
set out for Washington in 1818, his parents had come to depend upon him,
as illustrated in letters from his father to his mother before the fami-
ly's departure from Boston, singling Thomas out as the person to, on
one occasion, repay a friend for shipping charges, and on another, de-
liver a message.
Ellen Bui finch says of him, that "although not the eldest son," he
"had early showed such a readiness to share his parents' anxieties and
cares for the rest of the family, as to give him a leading place in the
family counsels. In 1830 his parents returned to Boston from Wash-
ington, and settled into semi-retirement, living in a series of boarding-
houses. Their daughter, Thomas's only sister, had died in Washington
in 1829, and it is evident that when the parents returned to Boston,
where Bui finch had returned several years before, he became their pro-
tector and emotional support.
Bui finch indicates that his relationship to his parents was close:
"It may be many years that they may be spared to us, and God grant it
may, for I sometimes feel as if I shd. almost be without a stimulus
for exertion and almost a motive for living if they were gone." Many
of his letters reveal the intimacy of the association. For example, he
and his father (now elderly), he writes, have sent a trunk from Boston
to Stephen, and have been anxious about its progress to its destination
in Washington:
72
... we have watched the weather & taken note of the time
& pleased ourselves with thinking how the things would suit
you... [he then goes on to imply that he has had to slow
himself down to match the pace of the older man]... The
truth is our life is a pretty uniform one, and we have not
many stirring events to excite us. 18
Of the relationship with his brothers, one older, four younger,
Ellen Bui finch, whose father was Stephen, the youngest of these, says
of Thomas Bui finch: "...among his brothers no one could remember when
he had not easily been chief," and Peabody has it that, "He was a loving
brother, unwearied in his attentions to any one in his family in dis-
1 d
tress or laboring under disease."
With respect to his work, according to a letter which his grand-
mother wrote in the year he entered college, he was "intended for one
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of the learned professions." He may also have aspired to a writing
career. As the Latin poem to Edward Everett and another set of verses
written three years earlier ("Song Written at the departure of the
Senior Class from College August 2nd 1814") reveal, he had talent as
a writer. However, at that time one could not depend on writing for a
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1 ivel 1 hood.
By the time he graduated from Harvard, he had settled upon a
teaching career, at least for a time (a common interim solution for
many young men of the day). He became Usher or Assistant Master at
Boston Latin School, and taught there for fourteen months in 1814-15.
At this point, he writes in an autobiographical sketch,
...the war with England came to a close, and the revival of
trade in all its branches held out temptations to embark in
what seemed to promise a speedy progress to competency and
wealth.
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For the next twenty-two years, until 1837 when he finally took a post
in a bank, Bui finch worked in one business after another. According to
his account, he first "went into the store of his elder brother," then,
upon moving to Washington, "there carried on business for six years,"
on returning to Boston "formed a partnership with Joseph Coolidge [a
cousin] which terminated in 1832," and then "for five years more...
23
pursued the same occupation, but with poor success."
His older brother's business may have been in hardware, as accord-
ing to a letter written by his grandmother a few years earlier, "... the
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eldest Son is in a hardware store." In Washington Bulfinch probably
dealt in building supplies, as in 1820 he wrote a rollicking poem about
a "Lumber merchant;" some of its lines recall the family's experiences
with debt:
But if by chance, protracted slumber
Keep him from Lime, Glass, Nails and Lumber,
In dreams Lime, Lumber, Nails and Glass
Before his troubled senses pass.
And visions dire of suits and Jails
Recal to Lumber, Lime and Mai Is. 25
The partnership with Joseph Coolidge was a textile business. A
former business acquaintance, reminiscing about the venture, says,
"They manufactured and sold cotton fabrics." In Bulfinch's letters
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of the time we find references to "checks," "sheeting," and "stripes.'
Boston directories of the time list the business variously as American
goods commission merchants," and "American goods. Although Bulfinch
says in his autobiographical sketch that after terminating the business
with Coolidge, he "for five years more ... pursued the same occupation,
but with poor success," on at least one occasion during that period,
he
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was involved in a commercial transaction which had to do with something
other than textiles. In 1833 he writes about a prospective sale of
curb stone; he has traveled to Washington "to get a contract for supply-
ing some stone for curb to the sideway on Penna [ sic] Avenue.
During these years of what he calls "poor success in business,"
Bulfinch had evidently been hoping to find a bank job. As early as
1830 he writes to his brother, "I had a peep at a proposal that would
have been a happy one if it could have been realized ... I applied for
a vacant office in the U.S. Bank, and though I did not get it, yet may
succeed better next time." In 1832 he writes that "... the bank situa-
tion was filled..." (it is not clear whether or not he is referring to
the same bank). Finally, he succeeded. In 1837 he was taken on as
Collection Clerk at the Merchants' Bank in Boston, a post he held until
he died in 1867. The bank was located then in the same spot on State
Street which, with a changed name. New England Merchants National Bank,
and in a modern building, it still occupies.
The position of Collection Clerk appears to have been low in the
bank hierarchy. For example, the Boston Directory for 1837, the year
Bulfinch was hired, in a roster of the bank staff, lists Collection
Clerk after Directors, Cashier, First Teller, Second Teller, Discount
Clerk, and Assistant Discount Clerk, and ahead only of two bookkeepers,
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an assistant clerk, a messenger, and a porter.
Bulfinch eventually found the duties heavy and the pay too low.
This becomes clear in a letter which he wrote to the bank president,
Franklin Haven, in 1846, asking for a raise.
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For the last six years my salary has remained as at present.
During that time the capital of the Bank has been much en-
larged, and the business of my department has increased in
proportion to that of others. At present with all the skill
and facility which long practice has given me, it completely
occupies my time, both forenoon and afternoon.
...The notes which pass through my hands are in number
more than Twenty thousand in a year ... These are to be covered,
assorted, recorded, notified, produced when due, for payment,
and if paid, credited to the right parties; if unpaid, protested
and returned to the right owners; all without error, under
penalty of a loss to the endorsers, which in many cases in-
volves a loss of the debt. 32
A memorandum by the bank president, Franklin Haven, tells the out-
come of Bulfinch's request for an increase. In response to his letter
he received a "gratuity of $200 for extra services," but did not receive
an actual raise in salary until 1850 when his salary of $1000 per annum
was raised to $1100. At the time when he received $1000, some other
salaries were $5000 (President), $2000 (Paying Teller), and $1200 (Book-
keeper) .
Haven, however, eventually helped ease Bulfinch's burden in a non-
financial way, by allowing his brother George Storer Bui finch who had
become Pension Clerk at the bank, to assist Bulfinch in his collecting
duties. George S. Bulfinch is listed for the first time as Pension
Clerk at the Merchants' Bank in 1847; he appears on the roster through
1853, the year in which he died. In 1848 Thomas Bulfinch mentions
that George is helping him in his work: "My labors in the Bank have in-
creased so much that at last I have spoken to the President on the sub-
ject, and he has made an arrangement with George who has some leisure
time, to give me an hour or two a day."^ His disappointment at not
getting a substantial raise and the hiring of his brother may have been
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During the years which followed, he began, during his leisure hours,
to write for publication. Hebrew Lyrical History was published in 1853,
the year in which George Bui finch died, and two years later, in 1855,
The Age of Fable followed. Bui finch continued to both work at the Mer-
chants' Bank and write in his spare time until he died in 1867, the
author of eight books, written and published when he was in his fifties
and sixties. His writing helped him financially. Ellen Bulfinch says
about him that "his resources were much increased by the sale of the
'Age of Fable.
Although Bulfinch, it is clear, was a member of the establishment
by birth, because of two factors in his life, he was in an outsider's
position with regard to the establishment of his time. He did not have
the solid financial position which his social class implied. His family
role was not the one usually assigned to males. Both of these facts,
apparently the result of the family's financial problems, may have made
him more socially aware than he would otherwise have been, more sympa-
thetic to those whose educational lacks excluded them from a full under-
standing of literature and art.
Chance led him from a life immersed in study to a life immersed in
the affairs of the people of his time. Because he dealt closely with
many people in a variety of situations, he was in a good position to
learn about their concerns. In his work, for instance, in which he
dealt with other people about such matters as "Nails, and Lumber,"
"sheeting" and "stripes," "stones for curb," and promissory notes, he
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would at times have heard offhand, thus probably sincere, remarks about
what people were thinking. The nurturing role he played in his family
would have increased his sensitivity to others, enabling him to tap
easily into others' concerns. These concerns would have included hob-
bies, activities of their leisure hours. The enthusiasm for books and
reading which was characteristic of his day must have been a frequent
topic. This was the enthusiasm to which he linked mythology in The Age
of Fable . He was able to connect the two as successfully as he did,
not only because of his social awareness and skill in dealing with oth-
ers, but also because of his wide learning in the humanities, including
the Classics.
Bui finch as Humanist
The adults who were close to Bui finch when he was a child were
learned and cosmopolitan people. For example, his father was a Harvard
graduate who had in his youth spent nearly two years traveling in Eu-
rope, and his grandfather, also a Harvard graduate, had studied medi-
cine in Europe. His mother's journal and letters reveal her literary
talent, one not attainable without a background in literature. It was
natural that Hannah Apthorp Bui finch should have literary talent and
skill, as she came from a line of singularly literary women, lineage
which, incidentally, Thomas Bulfinch shared in double measure, as his
highly cultivated grandmother Susan Apthorp Bulfinch was not only aunt
to his mother, but his father's mother. Her letters, quoted by Ellen
Bulfinch, display an intellectual vitality and knowledge of contemporary
cultural and literary events. For example, she writes to her brother:
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We get many new publications here. As I have much leisure
I devote my morning to serious reading, beginning with the
scriptures, always most interesting; the latter part of the
day my daughters are usually with me and we entertain our-
selves with the most approv'd new and popular productions...
We have read Ccelebs with pleasure; ...We have a periodical
review publish'd here called the Anthology, sometimes severe,
but not equal to the Edinburg, which we occasionally read.
We have two newspapers printed every week-day. They are in
opposition to each other. 37
Throughout the documents which give evidence of events in the fami-
ly life of Charles and Hannah Bulfinch and their children, are indica-
tions of an attachment to literature and humanistic learning in various
fields. For example, Ellen Bulfinch lists the family possessions
shipped to Washington as including "book-case and book-desk, boxes of
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books and casts."
As did many boys destined for college at the time, Thomas Bulfinch
prepared by studying the Classics at a Latin School, in his case Boston
Latin School which he attended from 1805 to 1809. His education in the
Classics continued for an additional year, at Phillips Exeter Academy
in 1809-10.^^
In the early 1800s the curriculum at Boston Latin School was
changed to conform to revised admission requirements at Harvard. The
new prerequisites for college admission were: "Dalzell's Col lectanea
Graeca Minora ; the Greek Testament; Virgil; Sallust; Cicero's Select
Orations ; Greek Grammar and Latin Grammar, including prosody; an ability
to translate these languages correctly; and a knowledge of geography and
of arithmetic to the rule of three." A Latin School curriculum listing
which is still extant and probably close to the one which Bulfinch fol-
lowed, was drawn up about 1808. It is a four-year curriculum, and in-
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eludes Latin grammar and composition; readings in Latin (authors listed
are Cicero, Virgil, Sallust, and Caesar); Greek grammar and readings in
Greek. In addition to instruction in these subjects, students were
taught "cyphering and writing" at a writing school which they attended
for an hour each day; and probably arithmetic as well, at either Latin
school or the writing school. However, the curriculum was largely
classical
The same thing was true at Phillips Exeter. There is a dearth of
information about the curriculum at Exeter at the time Bui finch was
there. However, there is a record of the curriculum in 1818. At that
time, the school contained three classes and an Advanced Class. If
this was the arrangement in 1809, Bui finch would have been in the Ad-
vanced Class when he was there, as this, in 1818, was the one recom-
mended for students "who may choose to remain at the Academy, after
completing the course of preparation for College with a view, either to
obtain a more accurate and extensive knowledge of the Latin and Greek
classicks, or to enter College in advanced standing " Curriculum
for the advanced group included:
Horatius Flaccus, Titus Livius, Excerpta Latina, Parts of
Terrence's Comedies, Collectanea Graeca Majora, Homer's
Iliad, -or such Latin and Greek authors as may best comport
with the student's future destination; Algebra, Geometry,
Adam's Roman Antiquities and elements of Ancient History. 41
The curriculum at Harvard was, in general, static during the early
years of the nineteenth century, until reforms initiated during the
1820s. Morison gives the Course of Instruction for 1825-1826 as an ex-
ample of a transitional curriculum which still emphasizes the old col-
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lege subjects: Latin, Greek, Hebrew, Philosophy, History, and Mathe-
42
matics.
Bulfinch had misgivings about his background in Greek. In a letter
to a friend of his school days, William Willis, he humorously recalls
asking Ashur Ware who had taught him Greek at Harvard, for certification
of his knowledge of that language.
I was sorry to miss a portrait of Ashur Ware. I have not
seen him since the day when I called at his room in college
to ask him to give me a certificate of my knowledge of Greek,
sufficient to entitle me to fill the place of assistant master
in the Boston Latin School; which certificate he gave me,
though I have thought less of his scrupulousness of conscience,
ever since, for his doing it. -I never think of him without
a kindly feeling. 43
His background in Latin was evidently good. Peabody says that "the
fine Latin scholar Levi Frisbie" was at Harvard when Bulfinch was a
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student, implying that he was one of Bulfinch's Latin instructors.
In spite of his family and business duties, Bulfinch continued his
studies after his schooling was done. Various views of his habits of
study appear in Voices of the Dead . His own statement in an autobio-
graphical sketch implies that only after he began to work in the Mer-
chants' Bank did he start to seriously devote his free time to study:
"His occupation in the Bank allowed leisure, which he devoted to con-
genial pursuits." Peabody elaborates, but only speculatively:
Of the occupations of his leisure hours, through his many
years of mercantile life in Boston and Washington, we know
only from conjecture. The familiarity he shows in his pub-
lished works, with history and with Latin, Italian, and
English literature, indicates clearly enough what they must
often have been. 46
Yet, elsewhere in Voices of the Dead Bulfinch's leisure-time studies and
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the purpose behind them are much more clearly stated:
For many hours of every day, occupied with the details of
trade, his real day was given to study, to the highest
poetry of the ancients and the moderns, and to the history
of the thoughts and deeds of great men and heroes, not as
an idle amusement, but that he might gather thence facts
and principles for the guidance of the young to the more
complete understanding of much of the best of English liter-
ature. 47
In Bui finch's letters to his brother Stephen in the 1840s and early
1850s, we find him frequently mentioning his studies, more so as time
goes on. It appears that two factors, his bank post (he worked at the
Merchants' Bank for the last thirty years of his life, 1837-1867), and
the deaths of his parents (1841 and 1844), put him in a position to set
aside regular hours for study. For example, in describing for his
brother the rooms which he and his father occupy after his mother's
death, he says that in the living room, "A centre table stands in the
midst, on which respose sundry books, for reference, or in use ..." At
times he mentions particular works which he has read: for example,
Macaulay's Lays of Ancient Rome ; a review of Tennyson with whose work
he is obviously familiar; the Bible in connection with his preparation
of a prayer book for King's Chapel; Marti neau's Eastern Life , having to
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do with ancient civilization; and The Scarlet Letter .
That Bulfinch's humanistic interests were broad is evidenced in
his eight published works, six of which are directly connected with the
literature of the past. These interests were not directed simply toward
the subject matter in and of itself, but toward the use of the subject
matter. The statement above, from Voices of the Dead , only partially
conveys Bulfinch’s instructional purpose. He wanted not only to guide
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the young (and, I would add, others) to understand English literature.
He wanted primarily to teach his readers the subject matter which would
help them to understand that literature. In the case of The Age of
Fable
,
this was mythology. This purpose is most vividly illustrated by
the trilogy of books of which The Age of Fable is the first, followed by
The Age of Chivalry (1858) and Legends of Charlemagne (1863). (The Boy
Inventor
,
Bui finch's narrative of the life of Matthew Edwards, which
was published in 1860, is not part of this group. )^^ The three books
have at times been published in one volume called Bui finch's Mythology
,
a confusing circumstance, as at times The Age of Fable has been pub-
50lished alone under that title. Bulfinch makes clear in his Prefaces
to The Age of Chivalry and Legends of Charlemagne that they are compan-
ions to The Age of Fable . In The Age of Chivalry "the attempt has been
made to treat in the same way the stories of the second 'age of fable,'
the age which witnessed the dawn of the several states of Modern Eu-
rope." The book contains narratives of the Arthurian legends and of
stories from The Mabinogeon . Like The Age of Fable it also contains
quotations from British and American poetry which allude to details of
the legendary stories which he narrates. In Legends of Charlemagne ,
although British and American poetry is not interspersed with Bui finch's
narrative, the general aim is the same as that of the earlier works:
The aim has been to supply to the modern reader such knowl-
edge of the fables of classical and mediaeval literature
as is needed to render intelligible the allusions which oc-
cur in reading and conversation. The "Legends of Charlemagne"
is intended to carry out the same design. Like the earlier
portions of the work, it aspires to a higher character than
that of a piece of mere amusement. It claims to be useful, in
acquainting its readers with the subjects of the productions
of the great poets of Italy.
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In the latter work Bulfinch used as his sources the Italian poets Pulci,
Boiardo, and Ariosto, "the 'Romans de Chevalerie' of the Comte de
Tressan; ... certain German collections of popular tales," and "Leigh
Hunt's Translations from the Italian poets.
Besides Hebrew Lyrical History and the three books which are to-
gether sometimes known as Bui finch's Mythology
,
Bulfinch wrote another
book based on the legendary literature of the West: Poetry of the Age
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of Fable (1863). This is a collection of English and American poetry
containing allusions to classical myths. Some of the selections are
fuller versions of the "poetical citations" in The Age of Fable ; others
are new selections.
The wide assortment of specialties implicit in these titles leads
to a question about Bulfinch' s scholarly attainments. There is no
doubt that he admired scholarship. He shows this, for example, in dedi-
cating The Age of Fable to Longfellow, who besides being, as Bulfinch
says, "the poet alike of the many and of the few," was from 1836 to 1854
Smith Professor of the French and Spanish Languages and Literatures and
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Professor of Belles-Lettres at Harvard.
Yet Bulfinch himself was not strictly a scholar in that his in-
terest in what he studied was directed not toward adding to knowledge,
but toward teaching the material. For example, in writing to his broth-
er about historical sources which he has used to relate the Psalms to
events in Jewish history, for Hebrew Lyrical History , he says:
The truth is, I took my history either from Milman or the
index of an old family Bible, which I have, and was at no
great pains to see whether the statements in all cases
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agreed. For the history was not my main object, and was
only introduced to give interest to the psalms, and that
purpose was answered as well whether in all respects cor-
rectness was attained or not. -I should be sorry however
to be caught tripping, and am obliged to you for noticing
whatever seems to you doubtful. 56
Although Bui finch may not have been an expert in Jewish history, in
The Age of Fable
,
on the other hand, he gives the impression of thor-
oughly knowing British and American poetry and being able to summon at
will particular lines in, for example, Milton, Spenser, or Thomas Moore,
which contain references to myths which he is narrating. Fitts' opinion
is that "Bulfinch is neither scientist nor scholar" with respect to
mythology. The Age of Fable
,
he says, is not a comprehensive treatment
of classical myths.
This is no Classical Dictionary, like the excellent Lemprifere
or the worthy Smith. This is Selected Myth, reduced and retold;
a small classic, within its self-imposed limitations; an enter-
tainment, aimed at instruction and achieving delight. 5/
An important concern in this study is Bui finch's competency in
Latin, the language from which he translated most of the classical stor-
ies in The Age of Fable . He was, it is clear, a fine Latinist. For ex-
ample, in translating "Pyramus and Thisbe" from Ovid's Latin, he adroit-
ly transforms the characteristically concise phrases of the ancient
language into characteristically more expansive English equivalents (the
expansiveness would have been more typical of his age than ours). For
example, " tempore crevit amor " ("love grew with time") becomes in Bul-
finch "acquaintance ripened into love." He translates
" Sub noctem
dixere vale, parti oue dedere/ / Oscula quisoue suae, no n pervenientiA»"
("At night they said good-bye, and each gave to his own side kisses
85
which did not arrive at the opposite side.") into "when night came and
they must say farewell, they pressed their lips upon the wall, she on
her side, he on his, as they could come no nearer."^®
Fitts says of Bui finch's command of Latin in his translations from
Ovid:
He thought of himself as a translator, and so, in a sense
he is; yet one does not feel that he is working with the
original text open before him. His great merit lies in
his freshness, the apparent spontaneity of his story-
telling. Again and again one is touched by the urgent
mingling of old and new. It is as though Bui finch had so
saturated his mind with Ovid that he could call the ghost
up, without conscious effort and certainly without strain,
to exert the ancient enchantment in an unforeseen and un-
expectedly appealing way. 59
Cornelius Felton, an eminent American classical scholar of the
nineteenth century, soon after its publication endorsed The Age of Fable,
thus implying his approval of its classical elements.
Bulfinch as Teacher
As I have mentioned, Bulfinch in later life studied the humanities
not only for diversion, but in order to guide other people to a better
understanding of humanistic learning. Although he taught formally only
during his brief stint at Boston Latin School, he always had an urge to
teach, was interested in pedagogy, and served as a mentor to various
young men.
Evidently he was known as a successful teacher. Peabody says that
one of Bulfinch's former pupils at Boston Latin School, recalling him,
"... has still a clear remembrance of his gentleness and fidelity and of
feeling himself drawn towards learning and excellence by his winning
man
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ners." About his serving as mentor and teacher to young men, Peabody says
Bui finch continued to have a remarkable aptness to
teach and fondness for teaching, and was, probably always,
certainly in the latter part of his life, very successful
as a teacher, as he showed in several instances, by aiding
gratuitously and most efficiently the efforts of deserving
young men. His patience, his skill in the use of language,
the consequent clearness of his explanations, his extensive
knowledge, and above all, his sincere and disinterested
kindness, never failed to attract and interest his pupils.
°
At Boston Latin School he had an opportunity to at least observe,
if not actually participate in, changes in Classics curriculum. He
was Usher, that is assistant, to the new Master, Benjamin Apthorp Gould,
a Harvard classmate. The two young men were probably the entire facul-
ty of the school at the time. Gould had succeeded a series of unremark-
able headmasters, and his appointment, according to Peabody, "was an
event of great moment, not only to the prosperity of that school, but
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to the advance of classical learning throughout New England. In 1814,
the year when they both started work there, Gould initiated curricular
reforms which included extending the course of study from four years to
five. By 1823 the Latin School curriculum was greatly expanded with
respect to the number of classical texts: for example, in Latin, Ovid
and Horace were added to Caesar, Sallust, Cicero, and Virgil. Gould was
obviously deeply interested in teaching the Classics, as he eventually
published several books including "annotated editions of Ovid, Virgil,
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and Horace, which were the standard editions for several years." It
is more than likely that Bulfinch, working closely with Gould for over
a year at the beginning of his curricular reforms, would have been in-
volved in those reforms, or at least in the planning which led to them.
In other ways not involved directly with teaching, Bulfinch at
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different points in his life showed that he grasped pedagogical princi-
ples of initiating and maintaining interest. Two examples, one having
to do with his brother's problem in choosing a lecture subject, and the
other connected with a plan for special reunion class ceremonies at
Harvard, give evidence of this.
In advising his brother Stephen, a Unitarian minister, about sub-
ject matter for a lecture, Bulfinch demonstrates his understanding of
how the subject must fit the particular context of a lecture by a minis-
ter to a general group, and also of how important it is to attract gen-
uine interest:
I will first say what I think is not the thing. -It must not
be too far away from the present time & place. Therefore
the Crusades, the Augustan Age of England ... will not do.
-It must not be literary or poetical, for people go to sleep
under such themes... It must be narrative, for narrative is
the best of all kind of talk to keep the hearers eyes open.
But it cannot be fictitious narrative for that would be un-
suitable for a lecture, nor narrative which aims only at
teaching, for that would not be amusing enough, not narrative
exclusively, for people like a little speculation mixed in
with the facts. Now what must it be? -It must combine nar-
rative - contemporaneous, relating to religion, practical,
that is connected in some way with events now transpiring,
romantic, that is, having a mixture of the strange & adven-
turous ..."64
Another example is a set of suggestions made by Bulfinch to his
classmate James Walker as the latter was about to assume the presidency
of Harvard in 1853. The suggestions were for alumni reunions at Har-
vard. Bulfinch suggests that each year the twenty-fifth anniversary
class supervise
the proceedings in the dining hall; not those provided
for the animal nature, for that would lead to a competi-
tion in expense ... but those for the intellectual man,
those adapted to create a feeling of sympathy among the
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alumni assembled, and to revive their affections to the
college. Let the doings be by orations, one or more,
poems, one or more, toasts ... songs or such other enter-
tainment as their ingenuity can devise.
-Whatever should
be done, should be short, because the hearers would gen-
erally have had their attention pretty well tried in the
exercises of the day; yet after the refreshment of dinner,
it would not be a hard task to interest such an audience
for an hour or two.
He continues, saying that the plan would work by itself since most
graduates
feel an awakening on the return of their twenty-fifth an-
niversary... It would naturally be the topic of conversation
at each celebration, which class was to bear the honours &
take the responsibilities of hosts next time..."^^
Thus, there is evidence that Bui finch was competent in actual
teaching (Peabody's description mentions "patience, ... skill in the
use of language, ... consequent clearness of his explanations, ... ex-
tensive knowledge, ... disinterested kindness"). He had experience as
an observer if not a participant in curricular reform involving the
Classics. Furthermore, he was aware of group psychology and reflected
on ways of interesting and involving people.
The best account of Bui finch as a teacher is the one which he him-
self wrote, in The Boy Inventor . In this book, he tells the story of
Matthew Edwards, a young tradesman whom Bui finch taught on an informal
basis. His account of their friendship reveals better than any other
single circumstance of Bulfinch's life the talents and diverse back-
ground which had enabled him to write The Age of Fable , published three
years before he met Matthew in 1858.
Matthew Edwards, born in England, had migrated to Boston in 1853
at age fourteen to become an apprentice to a maker of mathematical in-
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struments, for example, devices used for measuring. Bulfinch in his
autobiographical sketch describes Matthew as "a youth of humble station
fi7
but of rare endowments."
He became acquainted with Bulfinch in 1858, by a circuitous route.
He had traveled from Boston to Philadelphia to seek out, without any
introduction. Dr. James Rush, author of a book on oratory, a subject
which interested Matthew. Rush befriended him, encouraged him to pur-
sue an education in language and literature, as aids to oratory, and in-
troduced him to a professor in Philadelphia who recommended Thomas Bul-
finch ("Mr. B." throughout The Boy Inventor ) as "a gentleman of Boston
who had leisure and who was fond of books, and who ... would be pleased
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with Matthew's zeal for learning, and would help him forward." Bul-
finch agreed to give Matthew a weekly Latin lesson. Eventually he add-
ed to their weekly meetings the reading aloud of works in English. By
means of Bulfinch's introductions to them, Matthew met and received in-
struction from some distinguished scientists.
Matthew finally set up his own shop for manufacturing mathematical
instruments and before he died, in 1859 at age twenty-one, had made
several improvements in a surveying instrument called a theodolite, and
secured a patent for one of these improvements. In The Boy Inventor
Bulfinch presents evidence that Matthew's discoveries were taken seri-
ously by some of the finest scientists of the time. Professor G. P.
Bond of the Observatory of Harvard College, Professor William Barton
Rogers then of the University of Virginia, and Professor Henry L.
fiQ
Eustis, Professor of Engineering at Harvard. Matthew was hoping to
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eventually attend Harvard, and after that to study in Germany.
As the young man worked feverishly to put the finishing touches on
his first improved theodolite, he evidently pushed himself beyond his
limits, grew ill, and died. Bulfinch had him buried in the Bulfinch
family burial -lot at Mt. Auburn Cemetery, the only person outside the
family to be buried there, but included within the family by the words
on his grave marker which call Bulfinch his "father by adoption."^®
Matthew's brother Enoch Edwards seems to have paid for the grave
marker, the inscription on which reads in part: "The tablet is erected/
by his brother/ Enoch Edwards/ in behalf of their [word obliterated]/
parents and relatives/ and of Matthew's father by adoption/ Thomas Bul-
finch." It is clear that at some point Bulfinch and Matthew assumed a
relationship like that of an adoptive father and son, although it is
doubtful that it was legalized as such. For example, Matthew in a let-
ter addresses Bulfinch as "Pater. Relations between Matthew's family
and Bulfinch remained cordial, as seen in a letter from Enoch Edwards
to Bulfinch's brother after his death: "For all his kindnesses he has
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shown me and my family, I shall ever feel grateful."
Reading The Boy Inventor makes it obvious that Bulfinch gave to his
relationship with Matthew Edwards all the mature resources of his ex-
perience and talent that he had brought to the writing of The Age of
Fable, for example, his social and pedagogical skills and his humanistic
learning.
His skill with people, which enabled him to make contact with the
intellectual and emotional activity of those around him, is evident in
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his accounts of Matthew's life. Matthew, it is clear, found it easy to
talk to Bulfinch, who includes many anecdotes about Matthew's memories,
his way of life, and his encounters with people other than Bulfinch.
For example, when Matthew in England at about age ten was recuperating
from an illness, he happened to see in a shop window a book opened to
display illustrations of machinery. Bulfinch gives details of Matthew's
acquiring the book (the price, his discussions with his parents on the
subject, his father's encounters at the book store when he finally
bought it for Matthew). Bulfinch had learned quite specifically how
Matthew ordered his day when he was first in America: "Ten hours and a
half a day he gave to his trade, and another hour and a half to his
meals; but the evening and early morning allowed him still some hours
each day for his books." After Bulfinch became Matthew's teacher, the
boy spent some time on a farm in New Hampshire:
Here he was in a line of life new to him He made himself
useful in various ways; he churned the butter, drew the water,
and helped make hay. His part was to mount the load, and re-
ceive the hay when it was passed up on the pitchfork, and stow
it carefully. It is quite a nice matter to stow a load of hay.
For if it is not evenly laid on, but leans one side or the
other, it will be likely to slide off, when the load is all
packed, and give the labor to do over again.
Matthew had a shop on the fourth floor of a building, and opposite his
building was a "room occupied by seamstresses."
When Matthew lifted his eyes from his work, he sometimes
caught those of his opposite neighbors, resting for a mo-
ment, while the needle stood still in the hem. A nod and
a smile sometimes followed.... One day he saw an apple-
woman, with her basket, dispensing her wares among the
girls. Matthew ... beckoned the woman to come over to
him. Before long, she arrived with her fruit, but would
not allow him to buy any, presenting him with four of the
finest as a present from his opposite neighbors.
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Throughout The Boy Inventor Bulfinch's wide range of knowledge in
the humanities is obvious. The works which he mentions, in connection
with his reading-aloud sessions with Matthew or with his loan of books
to him, include the ancient Classics in translation, and classics of
Spanish, British, and American literature. Authors mentioned are:
Macaulay, Grote, Goldsmith, Paley, Gibbon, Plutarch, Gray, Scott, Milton,
Pope, Byron, Cowper, Shakespeare, and Benjamin Franklin.^^ Works men-
tioned by title without an author's name are History of the Spanish Con-
quest in South America (Prescott), Rasselas (Johnson), and Don Quixote
75(Cervantes). With respect to Matthew's Latin instruction, Bulfinch
obviously knows the usual sequence for commonly used texts:
Matthew soon got through his grammar, and felt ambitious
to begin to translate. Viri Romae is not the first book
usually put next to the grammar; but Matthew looked at its
first sentences, and thought he could manage it, and Mr. B.
allowed him to try. 76
The accounts of their tutoring sessions show Bulfinch's keen sense
of the pedagogical. For example, when Matthew starts to write out
English translations of Latin, Bulfinch guides him:
He wrote off his translation in his best hand and brought
it to his kind instructor. Mr. B. examined it, and said it
was very well for a first attempt, but not free from faults;
and Matthew took as much interest in having the faults pointed
out, and seeing how he had been led into them, as he had taken
in the translating itself. The next lesson showed he had not
forgotten the corrections and instructions which he received
upon his former one, and every succeeding lesson showed more
or less improvement. 77
The reading aloud together was Bulfinch's idea, and had "a double
advantage; it improved the reading faculty, and it conveyed informa-
tion." Bulfinch indicates ways in which certain books did or did not
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help Matthew's intellectual progress. For example, when Matthew went
to New Hamsphire, Bui finch lent him some books, one of which was Con-
versations on Chemistry
, which, Bui finch tells us, "gave him the ground-
work of a science the knowledge of which was afterwards of great use to
him. Bulfinch's choices were not always apt, and he recognized this.
For example he says about some of the reading he chose for Matthew,
"Milton's Comus and L'Allegro and II Penseroso were read to him, but
his taste was yet too immature to appreciate them justly." As we have
seen, Bui finch introduced Matthew to various eminent scientists who
gave the young man special instruction. One of these, we learn, lent
Matthew some books, and Bui finch comments on the way these works con-
tributed to Matthew's intellectual development:
His friend. Dr. Bacon, had lent him Brewster's work on
Optics and Dick's Practical Astronomer. These works de-
lighted him, by giving him a reason for practices which
he had already learned experimentally. In adapting the
lens to the telescope, workmen usually ascertain by experi-
ment the proper distance from the object-glass at which to
place the lens. Matthew learned from his books how to cal-
culate the focal distance of any lens, and consequently its
proper position in the instrument. 78
Bui finch As a Devotee of Science and Invention
As I have mentioned, Bulfinch brought to his relationship with
Matthew Edwards the background of humanistic knowledge and the social
and pedagogical skills which he had brought to the writing of The Age
of Fable . He also brought to both of these experiences a fascination
with science and the experimental tinkering with ideas that leads to
invention, a fascination not unusual in that era when science was emerg-
ing as a major force in American life. Science, applied to society s
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problems, often resulted in inventions, and these were hailed as aids to
uplift the common man and lighten his burdens. Ordinary people could
easily see that science, as the source of such inventions, was "useful
knowledge.
"
The kind of ingenuity which leads to invention was particularly
evident in the work of one with whom Bui finch lived for most of his
life: his father. In his architectural designs Charles Bulfinch suc-
cessfully transformed ancient classical forms into buildings of an en-
during American style. His style of working, according to his grand-
daughter, was primarily to supervise work at a construction site, using
his ideas rather than elaborately drawn plans as a guide.
Personal supervision of the progress of a work, the eye of
the master following each detail, possibly a drawing made
upon the spot for illustration of his idea and then destroyed,
-such must have been his method.
As far as his granddaughter was able to ascertain, the architect never
formally studied or taught architecture, and did not make elaborate
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drawings, or indeed many drawings of any description.
A notable fact about the work for which each of the two, father
and son, is famous is that it was the product of leisure hours. Except
for his twelve years as Architect of the Capitol at Washington, Charles
Bulfinch did his architectural work not as regular paid employment, but
on commission, and in addition to his regular work as the main public
official in Boston. Thomas Bulfinch wrote his books during his spare
time, before or after his working day at the Merchants' Bank, or on
free days. In each case, the fact that neither architect nor writer de-
pended upon that part of his work for his steady income (again, in the
case of Charles Bulfinch, with the exception of his years in Washington),
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opened the way for freer experimentation than might have otherwise been
the case. Such freedom to experiment made Thomas Bui finch's work seem
like play to him at times. While writing Hebrew Lyrical Histor y, he
writes to his brother Stephen:
You must know my Psalm-book is my present plaything, and I
return to it at my leisure, as a boy does to his garden in
the spring, or his snowfort in winter, and feel it as hard
to leave it. for my daily tasks, as he does, when school
time comes.
In the 1840s, the decade which ended with his conceiving the ini-
tial idea for The Age of Fable
,
Bui finch had an exceptional opportunity
to become acquainted with the methods of science. During the years
(1841 or 1842 to 1848) when he served as Secretary of the Boston Society
of Natural History, he observed and recorded the work of the society,
and also had a hand in preparing its publications. In letters to his
brother, he writes: "We are growing here very scientific. The last
week we have had a session every day ... of a Geological association ...
I had leisure to spend only an hour or two, of two afternoons with
them," and, "We have eight Curators, who have charge of the several de-
partments of Botany, Ichthyology, Conchology, Mineralogy, Geology,
Comp. Anatomy, Ornithology, Entomology." He adds to the latter, a de-
scription of the society's procedure for reporting on specimens and
books, and a word or two about the "Cabinet" (a kind of museum) and
82
"letters from naturalists abroad."
Most likely this experience provided the impetus for his compari-
son, later on, of his work on Hebrew Lyrical History to the work of
naturalists. As I have pointed out (Chap. II), Bulfinch in 1849 thought
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of writing The Age of Fable
, but in the early 1850s worked instead on
Hebrew Lyrical History
, which served as a rehearsal for the later book.
In writing to his brother about his arranging of the Psalms, he says:
Having arranged a certain number by indubitable marks, we
may venture to arrange the others with some latitude of con-
jecture, as the naturalists do their plants or shells, not
shutting their ears or eyes to any signs or marks that may
herafter be detected, and lead to an amendment in the arrange-
ment. 83
The Boy Inventor provides the best evidence of Bulfinch's under-
standing of, and delight in, invention. For example, he shows, in writ-
ing about Matthew's work on the theodolite, that he has a thorough ac-
quaintance with the experimental process which leads to invention. A
theodolite is a surveying instrument which is mounted on a tripod and
which contains a telescope through which the person surveying looks, to
make his observations. A problem in the instrument, of which Matthew
was aware, was that the screws for levelling became distorted when the
instrument was not level and the operator was trying to achieve a level
position (they were perpendicular when it was level, but at a slant
otherwise). Bui finch writes:
Matthew thought he could remedy this defect. He studied on
it most intently. Here he found great benefit in consulting
with his friend Professor Rogers ...
To make the screws always push in a perpendicular di-
rection, Matthew saw that he must change the shape of the
plate against which they press; it must not be a flat,
but a curved surface. Now, what was this curve to be?
He first tried a circle, but soon found it would not an-
swer; for the screws which form the radii were at every
turn lengthening or shortening, and the radius of a circle
is of equal length in every part. Matthew concluded it must
be an ellipse, and this was near enough right for all practical
purposes. After designing his model, his next task was to make
each separate part in wood, to form a mould in which the brass
is to be cast to the required shape. After the castings are
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ready, the work of fitting and adapting each part to the
others begins, and this is done with files of different
degrees of fineness, the use of which is the great test
of the workman's skill, and Matthew's fellow-workmen all
say that in the use of the file none surpassed him.
It was a long hard task to do all this. The designing took
a good while, and then each part had to be drawn on tin
plates, for paper would not support the pressure of the com-
passes, where the points rest in taking measurements. Then
the making of the patterns, all with extreme exactness, yet
a little larger than the corresponding parts, to admit of
filing down. All this preparation, it is evident, would
serve, when once done, for ever so many instruments after
the first; but the first could not be made without it. 84
Matthew here applies scientific method to a particular problem: first,
he sees a problem in an ongoing activity (in the theodolite then in
use, the screws became distorted in the levelling process); he gathers
data (for example, he consults with Rogers); he then hypothesizes ("Now
what was this curve to be?"); then he experiments, first with a circle,
then with an ellipse; the latter seems to supply a solution ("... near
enough right for all practical purposes"); he then proceeds to put his
new plan into operation. Bulfinch's step-by-step analysis of Matthew's
process shows a thorough understanding of applied scientific method.
Bulfinch understood the process of invention so well, because he
had already used it in his own work. The Age of Fable , as a new combi-
nation of elements, with a practical purpose, was a curricular invention
Bulfinch As His Friends Saw Him
The alternate title of Voices of the Dead (printed only on the
paper cover, and not on the title page) is The Christian Gentl eman.
This obviously was taken from the closing section of Peabody's memorial
sermon for Bulfinch, "Voices of the Dead," which appears in the booklet
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We cannot but recognize in him a rare combination of the
amenities and graces which constitute that very highest
style of man, the Christian gentleman. I use the word
gentleman
,
because to my mind it bears even a sacred sig-
nificance, and I would that it were employed to designate
only that politeness - at once lofty and lowly, self-
respecting and deferential, heart-felt and heart-meant,
shaping look, word, tone, and manner from the inspiration
of an all-embracing charity - which is derived from commun-
ion with Him in whom gentleness in all human relations was
the type and token of the incarnate Divinity. This Christian
gentleness, this urbanity betokening a denizenship of the
heavenly city, so characterized our friend, that one could
hardly look upon his clear brow and transparent, benignant
countenance, still less enter into even transient conversa-
tion with him, and not take knowledge of him that he had
been with Jesus. 85
Granted that eulogy such as this is fragile evidence, there are indica-
tions that what Peabody says is not mere rhetoric. For example, a Har-
vard classmate of Bui finch writes a letter of condolence to Stephen
Bulfinch, mentioning his "very long and for the last twenty-five years,
quite intimate acquaintance" with Bulfinch, and says, "Your brother's
36
character ... is beautifully, because truly portrayed in the sermon."
Bulfinch's cousin and lifetime friend, Joseph Coolidge, writes,
"... any man might think better of himself for being loved by Thomas
Bulfinch."®^ A business associate whom he had known in the textile
business as well as in the bank, writes that they had "... business re-
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lations ... of the most friendly and satisfactory character." A
fellow-resident in a boarding house writes that he was "... a friend to
be relied upon for support and comfort in time of trouble." Allowing
for the florid style of the age, such statements nevertheless testify
to the fact that, as Peabody indicates, Bulfinch was an idealistic
and
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kindly person.
One of the people who wrote to Stephen Bui finch at that time and
who, as I will demonstrate below, confirmed Peabody's view of Bulfinch
was George Barrel 1 Emerson, who considered Bulfinch to have been his
closest friend. He writes that outside the Bulfinch family, he believes
that he is the one to feel most keenly the loss of Thomas Bulfinch:
"There is no one left with whom I sympathize so entirely as I did with
him."^°
G. B. Emerson was a leader in education, an energetic reformer who
worked through some of the typical institutions of the day to spread
learning throughout many levels of society. For example, he helped
found the Boston Mechanics' Institute in 1827, and established a lyceum,
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the American Institute of Instruction, in 1830. He was like Bulfinch
a Harvard graduate, and although he probably shared a circle of ac-
quaintance with Ralph Waldo Emerson (another Harvard graduate), was ap-
parently not closely related to him.
In areas of education besides those already mentioned, G. B. Emer-
son was active. He was the first headmaster of the English Classical
School in Boston, which eventually became English High School, later
operated his own private school for girls, and worked closely with
Horace Mann during the period in the 1830s and 1840s when Mann worked
92
as an educational reformer in Massachusetts. The work of G. B. Emer-
son's American Institute of Instruction paved the way in Massachusetts
for the creation of a State Board of Education, the appointment of
Horace Mann as Secretary to this board, and the establishment, through
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Mann's work, of normal schools operated by the state. G. B. Emerson was
one of a small group of leaders in education considered for the post of
Secretary to the Board of Education, in 1837, before the final choice
was made, for Mann. In 1843 he edited Mann's Common School Journal dur-
ing the extended honeymoon of Horace and Mary Peabody Mann, and he was
one of those who defended Mann in his famous controversy with the Boston
schoolmasters about traditional versus non-tradi tional styles of educa-
93
tion
.
G. B. Emerson wrote a good deal, chiefly on education. For ex-
ample, he wrote, in connection with his work for the common schools.
Part II of The School and Schoolmaster, a Manual for the Use of Teach-
ers, Employers, Trustees, Inspectors ... of Common Schools (1842),
which by mandates of the Massachusetts and New York legislatures, was
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distributed to all schools in both states.
It appears that Bui finch and G. B. Emerson became fast friends dur-
ing the period in the 1840s when both were officers of the Boston Soci-
ety of Natural History. G. B. Emerson served as president of the soci-
qc
ety from 1837 to 1843. Bui finch mentions in his autobiographical
sketch that "valuable intimacies" resulted from his service with the
society, and beginning in 1841 he mentions G. B. Emerson prominently in
his letters. For example in September of 1841 he writes, "I have just
returned from an excursion ... with Mr. G. B. Emerson and Dr. Gould to
the mountains of Berkshire." In urging his brother to return to Boston
and start a school he says, "G. B. Emerson has 100 pupils at $1000
each." In connection with the composition of the prayer-book for King's
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Chapel, the project which seems to have inspired him to write Hebrew
Lyrical History
,
he says, "... twice a week there comes in a proof-
sheet to be read over ..., besides an occasional consultation with
Mr. G. B. Emerson on the same subject." G. B. Emerson was one of the
people Bui finch planned to consult about The Age of Fable when he first
conceived of the idea. When he wrote to his brother Stephen in 1849,
about his "thought ... about translations etc. from Ovid etc." [sic l
,
he added "What think you of your part? -I have not yet consulted anyone.
Qfi
I think of asking G. B. Emerson's opinion."
Voices of the Dead
,
attributed to Peabody, is partly G. B. Emer-
son's work, although he is not credited as an author. In reality, the
booklet had three authors: Peabody, Bui finch's brother Stephen Greenleaf
Bulfinch, and G. B. Emerson. Peabody is responsible for only half the
work, the pages containing his sermon, entitled "Voices of the Dead,"
which he preached at King's Chapel on June 2, 1867, the Sunday after
Bulfinch's death. The remaining pages are the work of Stephen Greenleaf
Bulfinch and G. B. Emerson; however, it is not possible in every case to
determine which of the two was responsible for each section.
It is certain that the booklet was G. B. Emerson's idea. Two days
after the memorial service, he writes to Stephen Bulfinch:
The conclusion of Dr. Peabody's sermon was so excellent, -true
and without exaggeration, that I think it ought to be pre-
served ... If, therefore, you approve, shall we not ask Dr. P.
for a copy and have it printed with a short biographical in-
troduction? I shall be glad to prepare that, with your
aid ... The Vestry would, I think, be glad to have it printed.
A few days later, G. B. Emerson again writes to Stephen Bulfinch, ac-
knowledging delivery of Bulfinch's account of his own life, presumably
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the autobiographical sketch which appears in Voices of the Dead ; a
"supplement" by Stephen Bui finch; and a copy of Peabody's sermon.
Emerson says that this "will leave me only the pleasant, last [?] duty
of putting them properly together with a few words, almost superfluous,
of my own appreciation of the value and excellence of his beautiful
From the above evidence, it seems likely that G. B. Emerson did
more than simply conceive the idea for the booklet and edit it (he asks
Stephen Bulfinch questions about his ancestry, for example, which in-
dicates that he felt more should be added to the "supplement"). It is
more than likely that he actually collaborated with Stephen Bulfinch in
writing a final version of the "supplement," which is a patchwork of
writings obviously from at least two pens. It is also more than likely
that Emerson wrote a passage about Bui finch's life which corresponds to
the description he gives of the piece he plans to contribute, "... a few
words ... of my own appreciation of the value and excellence of his
beautiful life." The essayist says, in part:
With talents that might easily have made him distinguished,
he was always modest and unambitious. With uncommon capacity
for business, seeing clearly the means by which those about
him became rich, and, for many years, within reach of a higher
salary and opportunities of wealth, he preferred a moderate
income, with leisure for thought and reading. Seemingly a
solitary bachelor, he was always stretching out a helping pa-
ternal hand to young men, who had no claim upon him but that
of a common humanity. For many hours of every day, occupied
with the details of trade, his real day was given to study,
to the highest poetry of the ancients and the moderns, and to
the history of the thoughts and deeds of great men and heroes,
not as an idle amusement, but that he might gather thence facts
and principles for the guidance of the young to the more com-
plete understanding of much of the best of English literature.
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Living in the world and with those occupied with worldly
affairs, his favorite study was the Scriptures. 98
If, as is highly probable, G. B. Emerson wrote these words, what we
have here is an account of Bui finch's choices in life which we can rely
upon, because it was written by his closest friend.
Their friendship was based on shared values. Like Bulfinch, G. B.
Emerson worked to solve educational problems, in his case through formal
agencies such as lyceums, mechanics' institutes, and the common schools.
Like Bulfinch, he toiled for a cause, the democratization of knowledge.
Like Bulfinch, he was caught up in the general enthusiasm for science.
Like Bulfinch, and also like Matthew Edwards, the studious young mechan-
ic who was Bulfinch's other closest associate outside his family, G. B.
Emerson reflected the scientific and educational ferment of the age.
Thus, better than others, he would have recognized the significance of
the various decisions which Bulfinch made so that he might glean from
literature and history "facts and principles for the guidance of the
young."
Summary
Bulfinch created in The Age of Fable a successful curricular in-
vention for democratizing Classical Studies. A combination of talent,
training, and experience enabled him to do this. His social awareness
was heightened by two factors: his role as emotional mainstay in the
family of his parents, Charles and Hannah Bulfinch, and his diversified
business experience. He was learned in the humanities. In his youth
he held a brief but significant teaching appointment, and throughout
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his life continued to teach on an informal basis, as illustrated in his
book The Boy Inventor {I860). In this book Bui finch also reveals his
interest, one which was evident at various points in his life, in sci-
ence and invention. Added to his social and pedagogical skills, and
his humanistic and scientific background was Bulfinch's idealistic wish
to serve his fellow man by means of education. This trait is apparent
in an essay which I ascribe to George Barrel 1 Emerson, Bulfinch's close
friend, who was an eminent educator and a colleague of Horace Mann.
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Footnotes, Chapter III
Bulfinch gives the basic facts of his life in an autobiographical
sketch (hereafter cited as "autobiographical sketch"), which appears in
Peabody, pp. 20-22, but which he originally wrote in about 1860 for the
records of his Harvard class of 1814, in Harvard University Archives
(hereafter cited as HUA), Class of 1814 Records, 1860-74, pp. 46-47.
In Peabody, there are variations in text and punctuation. The eleven
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Charles (1791-92), Thomas (1792-92), Thomas (1793-93), Charles (1794-
1862), Thomas (1796-1867), George Storer (1799-99), George Storer
(1800-53), Francis Vaughan (1803-87), John Apthorp (1806-36), Stephen
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Whitehill, Boston: A Topographical History
,
p. 52, calls the
Tontine Crescent "Bulfinch's most original contribution to the new as-
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History, see below.
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was hired under Monroe); John Quincy Adams was Secretary of State under
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^^Ellen Bulfinch quoting Susan Apthorp Bulfinch to East Apthorp,
October 1810, p. 172.
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CHAPTER IV
TWO DEWEYAN CONCEPTS WHICH BULFINCH ANTICIPATED
The Age of Fable is not in itself a work of literature. Instead
it is the product of an experimental process in which Bulfinch applied
scientific method to literary material in order to instruct. The book
was a response to an age which was becoming increasingly scientific, as
Bulfinch makes clear in his Preface,
But how is mythology to be taught to one who does not
learn it through the medium of the languages of Greece and
Rome? To devote study to a species of learning which relates
wholly to false marvels and obsolete faiths, is not to be ex-
pected of the general reader in a practical age like this.
The time even of the young is claimed by so many sciences of
facts and things, that little can be spared for set treatises
on a science of mere fancy.
1
He reveals the mechanical bent, which he combines with his more obvious
passion for the humanities, in the words (the only ones in the Preface
which he italicizes) with which he describes the area on which he has
2
concentrated for this work: "mythology as connected with literature ."
In the 1890s, some forty years after The Age of Fable was pub-
lished, John Dewey founded the Laboratory School of the University of
Chicago. Here, as Chairman of the university's combined Departments of
Philosophy, Psychology, and Education, he supervised the daily practice
of the educational theory which he was then developing. Dewey was a be-
liever in science, a true post-Darwinian, who believed that by applica-
tion of science human beings would progress faster than ever before.
The very name "Laboratory School" shows this affinity. Therefore, it is
not surprising that Dewey at times used the mechanical language of en-
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gineering to describe the processes of education. This language of
Dewey's is a natural vehicle for explaining in a twentieth-century man-
ner Bulfinch's nineteenth-century achievement in The Age of Fable . For
example, one may use Deweyan terms to expand on Bulfinch's phrase,
"
mythology as connected with literature ." The English and American
literature in The Age of Fable is more dynamically integrated with myth-
ology than the word "connected" implies. The role of the literature is
clearer when expressed in words which Dewey later applied to educational
experimentation of a similar type: its role is that of a "psychical
mechanism" used to give "maximum leverage" to certain subject matter in
3
curriculum. The Deweyan concept which explains this "psychical mech-
anism" is one which he calls "indirect interest." The person whom he
envisioned as putting it into operation works in a role which I will
call that of the "laboratory teacher." After some introductory remarks,
I will define these concepts and explain how they apply to Thomas Bul-
finch's intuitive experimentation.
Dewey was a democrat izer in the tradition of Horace Mann, but he
incorporated in his philosophy of education the advancements in thought
of the intervening half-century, especially of scientific thought. He
was also, of course, a systematic philosopher while Mann was not; ac-
cording to Cremin, Mann's "pedagogical ideas were wholly derivative--a
potpourri of contemporary liberalism rooted in phrenology. Postal ozzian-
ism, Scottish common-sense philosophy, and Boston Unitarianism according
to Channing."^ However, Dewey's and Mann's views correspond in certain
basic ways, according to Cremin. "Like Mann, Dewey recognized that
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education is a matter of individual growth and development: but like
Mann too, his emphasis was ever on the social, the common, the public
5
aspects of experience." What Dewey achieved was the formulation of a
philosophy of education as a base for these views.
In this philosophy he applied to education in an industrial, demo-
cratic society the principles of scientific method or inductive reason-
ing. He saw the inductive reasoning process as a necessary basis for
democratic education, both in teaching where experimentation should be
respected and continually underway, and in learning, where development
of thinking skills should be the aim. This view stems from Dewey's
idea of a democratic society as one which continually progresses and
thus requires a form of education different from that under other forms
of government which rely on the status quo.
A society which makes provision for participation in its good
of all its members on equal terms and which secures flexible
readjustment of its institutions through interaction of the
different forms of associated life is in so far democratic.
Such a society must have a type of education which gives in-
dividuals a personal interest in social relationships and con-
trol, and the habits of mind which secure social changes with-
out introducing disorder.
^
Misinterpretations of Dewey . The use of Deweyan concepts to analyze
Bui finch's achievement in The Age of Fable is connected here to the ap-
plication of these concepts to curricular experimentation in Classical
Studies. However, as a rule, teachers of the Classics and other sub-
jects in the humanities do not look to Dewey for assistance in their
task. Why do they not do so?
Joe Burnett, a philosopher of education, offers an explanation of
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why Dewey is not well regarded by those who value intellectual rigor,
for example, many scholars and teachers in the humanities.^ According
to Burnett, this is because it is generally assumed that Dewey is re-
sponsible for everything that has taken place in the name of progressive
education. Yet progressive education existed long before Dewey. Bur-
nett places the roots of the movement in the eighteenth century in the
philosophy of Rousseau. This philosophy worked its way into American
schools in the nineteenth century through efforts of followers of the
European educational leaders Pestalozzi, Herbart, and Froebel . Dewey
did not begin work in education until just before his pivotal years at
O
the University of Chicago, 1896-1904. His educational theory was based
.
. 9
not on romanticism, but on pragmatic philosophy. However, he shared a
common enemy with the romantics: traditional schooling. Burnett be-
lieves that Dewey's joining forces with romantic progressives was, as
he saw it, a necessary political move in order to combat with as much
strength as possible the practices in traditional schooling which were
inhibiting learning. However, Dewey's alliance with the romantic pro-
gressives who were already operating in American schools produced over
the ensuing decades both a false image of his pragmatic educational
theory and a false association of his name with what Burnett sees as the
increasingly eclectic and disorderly philosophy of the romantic progres-
sives in our own era. Members of this latter group "picked and chose
willy-nilly," says Burnett, from Dewey's educational theory to justify
their practices.^^ They did not, however, espouse his system of thought,
or any other system. Rather, they have based their position on "almost
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any notion that can be used to exalt the nativistic, emotive character
of the child's nature." There is thus no true system in current ro-
mantic progressivism, as Burnett sees it, which can serve as a sound
theoretical framework for researchers. However, the romantic progres-
sive philosophy is what predominates in most American schooling. The
Dewey system of progressive education, that which is based on a pragma-
tic philosophy, has not yet been put to the test.
One reason why Dewey's educational ideas have not been tested is
the mistaken perception that they are already operative in schooling
based on romantic progressive views. Burnett cites still another rea-
son: Dewey's theory has not been tested in actual practice outside his
own school at the University of Chicago because "no matter how desirable
Dewey's pedagogy might have been adjudged, it simply was not widely fea-
sible, save that educators had secured immensely greater resources of
12
talent, training, and hardware."
Sarason gives a different set of reasons for the general misunder-
standing of Dewey. He maintains that American educators have failed to
build fruitfully on Dewey's work because they have not distinguished be-
tween his Chicago effort, the creation of a new school, the Laboratory
School of the University of Chicago, and the usual effort for reform in
education which takes place in institutions already in existence, which
have developed a life of their own.^^ These institutions already have
their own cultural norms which are seldom conducive to change. This is
one of Sarason's major points. On the other hand, he tells us, Dewey's
school was established with experimentation as its main function.
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Therefore, the culture of that school was different from that of schools
in general: it was adapted for continued change. In this regard, Sara-
son points out that the Dewey School represented a concept of school
very different from the traditional type in that it was a place in which
theory was actually discussed by all groups concerned, tried out in
1 cpractice, and discussed again as to effectiveness. Its complete break
with tradition in this way indicates that it is impractical, as Burnett
implies, to consider it a model to be followed exactly.
Instead, the Laboratory School furnishes an example not of a
school, but of the social dynamics needed to bring about change, that
is, to put theory into practice. Sarason points out Dewey's insistence
on the need in such a venture for a certain kind of leadership, one
1
6
which stresses the thinking process of all concerned. It is in this
respect that Dewey's concepts applied to Bui finch's work can help in
problems of Classical Studies in curriculum.
Dewey's Concept of "Indirect Interest "
The concept of "indirect interest," like Dewey's other educational
concepts, has its base in philosophy and psychology. It rests on, for
example, three of his concepts, those having to do with continuous re-
construction of human experience, the need for experimentation to in-
sure continuity, and the dual role of subject matter as means and end
in educational experimentation.
I will illustrate each of these three concepts with references
from Dewey's works, and then explain Dewey's concept of "indirect in-
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terest," which reflects all of them. Next I will explain how Bui finch
intuitively put into practice in The Age of Fable various views which
correspond to these Deweyan concepts, and including "indirect interest."
Flowing naturally from Dewey's philosophical and psychological
views of the continuity of human experience in general is his view of
organized subject matter in The Child and the Curriculum
. Different
studies or branches of subject matter, he says, "are themselves experi-
ence - they are that of the race ... reflectively formulated." A
child's experience and the experience of the race which curriculum rep-
resents "are the initial and final terms of one reality" for the teach-
er. Thus, any subject matter is the final point on a continuum with
something already in the learner's life, in the form of content or else
in attitudes or motives. The teacher's task is to help learners move
in "continuous reconstruction ... from ... present experience out into
that represented by the organized bodies of truth that we call studies."
The scholar is concerned with reconstructing subject matter itself. The
teacher's work is different.
As a teacher he is not concerned with adding new facts to
the science he teaches ... He is concerned with the subject-
matter [ sic] of the science as representing a given stage
and phase of the development of experience. His problem is
that of introducing a vital and personal experiencing. Hence,
what concerns him, as teacher, is the ways in which that sub-
ject may become a part of experience; what there is in the
child's present that is usable with reference to it; how such
elements are to be used; how his own knowledge of the subject-
matter may assist in interpreting the child's needs and doings;
and determine the medium in which the child should be placed
in order that his growth may be properly directed. He is con-
cerned, not with the subject-matter as such, but with the
subject-matter as a related factor in a total and growing ex-
perience.
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Dewey ends this famous essay with the conclusion that although the
"Child," that is the learner, must have first consideration, the teacher
cannot operate effectively without a deep knowledge of subject matter.
... save as the teacher knows, knows wisely and thoroughly,
the race-expression which is embodied in that thing we call
the Curriculum, the teacher knows neither what the present
power, capacity, or attitude is, nor yet how it is to be as-
serted, exercised, and realized. 18
Education, in Dewey's view, is not only a reconstruction of experi-
ence, but a reconstruction which increases both learners' understanding
of what their experience means, and their ability to direct the course
19
of their own experience. The method he recommended for accomplishing
these ends in education was "logical thinking," the control of experi-
ence through the use of inference, equivalent to scientific method.
In logical thinking as Dewey defines it, thought takes the form of
inference rather than proof, the form which it takes in formal logic.
New ideas and facts are important. Inventio , Dewey says, takes prece-
dence over judicium . In Democracy and Education , his book-length
presentation of his educational philosophy, Dewey defines thinking as
21
"the method of intelligent experience in the course which it takes."
This course consists of the following sequence: a problem which has in-
herent interest; observation and recollection of data surrounding the
problem; inference or conjecture that a particular combination of the
data, the old with the new, will solve the problem; and testing by ac-
tion, that is by undergoing the consequences suggested by the conjec-
ture. New data must have enough relation to the old to assure that the
thinker has control over it. The inference or conjecture is, of course.
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the inventio mentioned above. Dewey emphasizes the importance of re-
flection in thinking. This reflection consists of making logical con-
nections between new data and old throughout the thinking process. It
is important, because of the misinterpretation of Dewey as the father of
"freedom" in American education, to note that he insists on the necessi-
ty for systematic method in thinking, if real progress is to result from
it.
Dewey sees experimentation, then, as the use of reason to control
experience. Experience is the central factor now, he says, although
previous philosophies have rejected it and exalted reason. In Democracy
and Education he explains the change:
... the advance of psychology, of industrial methods, and
of the experimental method in science makes another conception
of experience explicitly desirable and possible. This theory
reinstates the idea of the ancients that experience is primarily
practical, not cognitive - a matter of doing and undergoing the
consequences of doing [the "ancients" to which he refers are
Plato and Aristotle viewed with respect to their "conceptions
of experience and of reason"]. But the ancient theory is trans-
formed by realizing that doing may be directed so as to take up
into its own content all which thought suggests, and so as to
result in securely tested knowledge. "Experience" then ceases
to be empirical and becomes experimental. Reason ceases to be
a remote and ideal faculty, and signifies all the resources by
which the activity is made fruitful in meaning. 23
Applied to education, this statement means that the experience of
learners assumes an importance it did not previously have. As we have
seen, Dewey views learners' experience and organized subject matter (the
formulated experience of the race) as the beginning and ending points on
a continuum. In helping learners to recognize the connection, the
teacher needs to experiment with subject matter in relation to learners'
experience. To do this he or she must see subject matter as both end
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and means, in what Dewey calls the "logical" and "psychological" aspects
of thought. In his book. How Me Think
, written relatively late in his
career and synthesizing earlier thought, he explains these aspects in
24detail. The "logical" is subject matter viewed as the product of
education; the "psychological" is thinking, the process of education.
They are interdependent, and each is logical in its own way. He uses
the analogy of a map for the logical product, something formulated from
the past journeys of many people. For the psychological process the
analogy is with a particular journey of an individual or group using the
map, something which is related to a particular context and is subject
to constant change. The map, the logical element, serves as a check and
a guide, but does not of itself intersect with the immediate knowledge
possessed by an individual, or provide emotional or moral imperatives.
In actual thinking, the psychological process, one uses logical forms in
varying degrees, but does not arrive at conclusions right away. Also,
in actual thinking there is logical method as well as form, the method
of reflective reasoning. In such reasoning one tries to determine as
exactly as possible the relationships between elements of knowledge and
elements of present experience. This involves reflection on the mean-
ings of both old and new, formulated knowledge and present experience.
As contrasted with the psychological process of thinking, the logical
forms of thought are not in themselves useful for reaching conclusions,
but effective for "stating what has already been concluded." Apart from
the uses of logic in thinking, mentioned above, logical and psychologi-
25
cal are different aspects of thought.
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Educational abuses arise from over-emphasizing either the logical
or psychological aspect. In describing these, Dewey makes it clear that
he does not favor schooling which disregards the intellectual in favor
of "the mottoes ... 'freedom,' 'self-expression,' 'Individuality,'
'spontaneity,' 'play,' 'interest,' 'natural unfolding,' and so on," in
a way which confirms Joe Burnett's point, stated earlier, that it is a
mistake to associate Dewey with those whom Burnett calls the "romantic
progressives." The lack of understanding of "the internal and neces-
sary connection between the actual process of thinking and its intel-
lectual product" leads to overly traditional and overly liberal points
of view.^^
The logical view of subject matter is the one held in much tradi-
tional schooling, Dewey says. The misconception inherent in this type
of schooling, which he calls "the misconception of logical method," is
dual in character: a lack of recognition of the natural logical charac-
ter of a child's thinking coupled with the belief that he or she will
learn to think logically by having the carefully formulated system of a
27
discipline impressed upon his or her mind.
"The school of so-called 'free self-expression,"' however, he con-
tinues, "... fails to note that one thing that is urgent for expression
in the spontaneous activity of the young is intel lectual in character.
Since this factor is primarily the educative one, as far as instruction
is concerned, other aspects of activity should be made means to its ef-
28
fective operation."
The expert teacher, according to Dewey, will see psychological (the
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working of the individual mind in a context) and logical (organized sub-
ject matter) as two aspects of the same phenomena: mind at work, on a
continuum, with the latter aspect a "terminal" stage at the end of the
continuum.
There is an element in both learner and subject matter (or skills)
which connects the two. Here I will concentrate on Dewey's treatment of
subject matter, the primary focus of this dissertation, rather than
skills to which he also relates this concept. The element connecting
learner to subject matter is "interest," a term having a specialized
meaning in Dewey's philosophy of education. His pivotal work on the
subject is the small book. Interest and Effort in Education
,
about which
Suzzallo, editor of an early edition, said, "If parents and teachers
could know only one treatise in educational procedure, it undoubtedly
29
should be this book." In dealing with interest and effort in the same
work, Dewey is, as in the case of the logical and psychological, seeking
to reconcile seeming opposites. Interest and effort, he says, are often
mistakenly viewed as two opposing factors in education. Proponents of
one factor are vehemently opposed to those advocating the other. The
strongest arguments on each side are based on the lacks in the other.
Those favoring interest say that effort, when enforced, produces feigned
rather than real learning, and character which lacks spontaneity. Ad-
vocates of effort as opposed to interest say that sugar-coating subject
matter spoils children and fails to recognize the need for discipline.
Both points of view assume a common principle, which is in error, that
is that the thing to be learned is external to the self. Viewed as ex-
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tGrndl
,
it follows thdt, from oog point of viGw, that of advocatGS of
intGrGst, somGthing to bG iGarnGd must bG madG intGrGSting; and from
thG othGr point of viGw, that of advocatGS of Gffort, somGthing to bG
iGarnGd can bG mastGrGd only by shGGr will powGr.
ThG truG situation is difforont. "ThG gGnuinG principlG of intGr-
GSt," says DGWGy, "is thG principlG of thG rGcognizGd idGntity of thG
fact to bG IGarnGd or thG action proposed with the growing self; that
it lies in the direction of the agent's own growth, and is, therefore,
imperiously demanded if the agent is to be himself." Therefore, in
education, it is essential to know what the present mental activity of
the learner is, that is, to what is he or she giving particular atten-
tion, in what direction is he or she projecting his/her thoughts. If
these things are not known and utilized as interests, but, instead, ar-
tificial interests are used, learners will be doing one thing, but ac-
tually thinking about another. True learning will not take place in
such a situation. Either strain or listlessness will be the result.
This is what happens when interest is considered as unrelated to effort.
"Genuine interest," on the other hand, Dewey asserts, "is the accompani-
ment of the identification, through action, of the self with some object
or idea because of the necessity of that object or idea for the mainte-
nance of a self-initiated activity." Effort follows naturally from such
interest. This genuine effort never deteriorates into mere drudgery
"because interest abides - the self is concerned throughout ... interest
.. „30
means a unified activity."
In considering the psychology of interest, Dewey refers to its ac-
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tive, objective, and emotional aspects. A human being is always engaged
in activity, and thus always attending to some things more than others.
No person totally lacks interest. This is the active aspect. Interest
attaches itself to an object. The ongoing activity lights upon some-
thing. This is the true sequence of events in the objective phase of
interest; the object does not of itself awaken activity; activity pre-
cedes it. The emotional aspect of interest consists in giving subjec-
tive value to the object seized upon in the ongoing activity. Dewey
sums up these three aspects of interest as follows: "Any account of gen-
uine interest must, therefore, grasp it as out-going activity holding
within its grasp an object of direct value." His examination of the
meaning of the Latin root of the word "interest" reinforces this state-
ment.
The root idea of the term seems to be that of being engaged,
engrossed, or entirely taken up with some activity because
of its recognized worth. The etymology of the term inter-esse ,
"to be between," points in the same direction. Interest marks
the annihilation of the distance between the person and the ma-
terials and results of his action; it is the sign of their or-
ganic union. 31
This idea of union underlies the concept of indirect interest.
This type of interest unites means and end when they are seemingly re-
mote from one another. Dewey uses other adjectives besides "indirect"
to describe it: "transferred" and "mediated." This differs from the
direct sort of interest in which means and end are united in an obvious
way (this is true in play or in aesthetic experience, for example). In
the case of indirect interest means and end are not apparently united.
"Things indifferent or even repulsive in themselves often become of in-
127
terest because of assuming relationships and connections of which we
were previously unaware." Dewey gives as an example an engineering
student who develops an interest in mathematical theory (in this case
as a means) in connection with an engineering problem (his present
end)
The teacher using the concept of indirect interest must keep in
mind that the only pedagogical ly valid sense of '"making things inter-
esting'" is choosing subject matter "in relation to the child's present
experience, powers, and needs." Since the learner will not always per-
ceive these relationships, it is up to the teacher to present new ma-
terial "in such a way as to enable the child to appreciate its bearings,
its relationships, its values in connection with what already has signi-
ficance for him."^^
Of crucial importance here is the need to make a connection which
is truly intrinsic with respect to both learner and subject matter.
Threats and "sugar-coating" are merely extrinsic connections. "The
problem," Dewey says, "may be stated as one of the relations of means
and end." If the teacher has hit upon a genuine interest of the learn-
ers which in turn corresponds to something genuinely present in the sub-
ject matter, then that subject matter, used as a means, will become suf-
fused with the significance which the end already has for the learner,
in essence will become one with it. The two, means and end, may seem
34
remote, but "mentally ... they are one."
Dewey, in another work, "The Theory of the Chicago Experiment,"
speaks about how the seemingly remote may in fact be of intimate concern
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to learners.
The fact that certain things exist and processes occur in
physical proximity to children is no guarantee that they
are close to their needs, interests, or experience, while
things topographically and chronologically remote may be
emotionally and intellectually intimate parts of a child's
concern and outlook. 35
Just as Dewey does not narrow down the concept of learner's inter-
ests to only what is obviously immediate in their lives, so he does not
restrict them to only the content of subject matter. Besides rudiments
of the content of subject matter which may possibly be in their minds,
learners have "powers and tendencies" which reveal the presence of cer-
tain subject matter in their lives (it is clear that Dewey means pri-
marily intellectual "powers and tendencies"). He elaborates on this
point in his treatment of "motive" in Interest and Effort in Education .
Saying that "motive" as a term applies to the end of a process, since
it is what moves one toward the end, Dewey equates it to "interest" as
"interest" relates to end rather than means. The learner's end or mo-
tive in an educative situation is not a purely personal matter complete-
ly outside the subject matter. "What is needed is not an inventory of
personal motives which we suppose children to have, but a consideration
of their powers
,
their tendencies in action, and the ways in which these
can be carried forward by a given subject-matter?" Considering mo-
tives as too greatly identified with the present personal interests of
learners rather than their present powers and tendencies is overly lim-
iting, leading to a narrow view of the ways in which subject matter is
useful. Teachers should "measure the utility of new subject matter and
new modes of skill by the way in which they promote the growth of . .
.
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powGTS
,
and not insist upon tangiblG matGrial products, nor upon what
is iGarnGd boing put to furthor usg at oncG in soniG visiblG way, nor
GVGn dGmand GvidoncG that thG childron havG bGcomo morally improvGd in
somG rGspGct: savG as thG growth of powGrs is itSGlf a moral gain."^^
DGWGy's main point horG is likG thG onG hG makGS in How Wg Think
and ThG Child and thG Curriculum ; anything to bG iGarnGd must bG, as hG
says, "psychologizGd," madG part of an individual's procGSS of growth,
alroady going on. What thG dGtails of this procGss aro in studGnts will
bGComG apparGnt to thG tGachGr who asks himsGlf/or horsGlf contain quGS-
tions:
What coursG of activity exists already (by native endowment
or by past achievement) operative in the pupil's experience
with respect to which the thing to be learned, the mode of
skill to be acquired, is either a means or an end? What 1 i ne
of action is there ... which can be carried forward to its
appropriate termination better by noting and using the subject
matter? Or what line of action is there, which can be direct-
ed so that when carried to its completion it will naturally
terminate in the things to be learned?^^
In sum, Dewey's concept of indirect interest is based on his view
of subject matter as the "experience ... of the race ... reflectively
formulated," which is on a direct continuum with the learner's present
experience, not something detached from it. Through his or her own use
of experimental method, which Dewey often refers to as "logical think-
ing," the teacher guides the thinking process of students, directing it
in ways that help them to both better understand and control their own
experience. The essence of this method is reflection, to determine the
logical connections of aspects of experience. The already formulated
experience which is subject matter may be viewed as an end, a product.
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a result, of thinking. However, in education it is correctly viewed as
a means in a psychological process, as well as an end, the logical pro-
duct. The two aspects are interdependent. Dewey gives the name "in-
terest" to the concept with which he explains this connection. In edu-
cational situations the interdependency of student and subject matter
is often not apparent to the student. In such cases the teacher must
show in what ways the subject matter is indirectly of interest in con-
nection with an activity in which the student is already engaged in his
or her own life. Interest is indirect only at the beginning of a par-
ticular process when the subject matter is seen primarily as a means.
Once interest is engaged, or, in Deweyan terms, once "motive" is in op-
eration, the connecting element, that which "is between" ( interest ),
bridges the gap and transforms the subject matter, at least for the
duration of the process, into both means and end at once.
Bui finch's intuitive use of "indirect interest" . Bulfinch's initial
plan for The Age of Fable was for a collection of stories from the
myths, without quotations from modern poetry (Chap. II,p. 46). At some
point he obviously began to ask himself questions like those which Dewey
recommends for teachers, for example, "What line of action is there ...
which can be carried forward to its appropriate termination better by
noting and using the subject-matter?" In the case of The Age of
Fable the "line of action" was the reading of literature, and the sub-
ject matter was mythology. It follows that Bulfinch's ideas about the
continuity of experience, the part education plays in the process, and
the shifting role which subject matter may play, were, although they
131
were not explicitly stated, like Dewey's.
The very format of The Age of Fable
,
combining as it does ancient
myths with modern "reconstruction" of these myths in Milton, Byron, and
other poets, demonstrates Bui finch's perception of experience, in the
sense of curriculum or "race experience," as a phenomenon continuously
undergoing reconstruction. That he understood the educational need to
restore continuity to learners' experience is evident in his recognizing
the gap between readers' scanty knowledge of mythology and the mytholog-
ical allusions they were likely to come across in their reading and
other activities. He sees The Age of Fable as bridging that gap, that
is, restoring continuity in the experience of his readers. He is using
their interest in literature as the bridge, a fact which he makes clear
by speaking of his area of concentration as "mythology as connected with
1 iterature .
We have already seen (Chap. II) that Bulfinch's purpose in writing
The Age of Fable was clearly educational and his method experimental.
The standard steps of experimental method (Chap. IV, p. 119) may be ap-
plied to the process which Bui finch used in the book. In composing
The Age of Fable , Bulfinch designed the equivalent of an experimental
course of study. The book was based on a problem growing out of an on-
going activity of those who required instruction.
The experiment consisted of the following steps:
1. Recognition of an empirical situation (the reading of litera-
ture)
2. Recognition of a problem arising naturally from the situation
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(lack of detailed knowledge of Greek and Roman myths)
3. Thorough examination of data proper to the problem (his know-
ledge of literature and of the Classics)
4. Hypothesizing (imagining that these two elements combined in
the form of The Age of Fable would > as Bulfinch puts it in his
dedication, "popularize mythology, and extend the enjoyment of
elegant literature")^^
5. Acting upon the hypothesis (composition and publication of
The Age of Fable )
The final step of experimental method, testing through action to
determine the validity of a hypothesis, has taken place, in the case of
The Age of Fable
,
in American schooling throughout this century, as
shown in Chapter II. Bulfinch was right. The combination of mythology
with literature worked. In American schooling, since at least 1900,
The Age of Fable has been consistently recognized as an aid to pedagogy.
Bulfinch in his Dedication to Longfellow presents mythology as
subject matter to be considered as both end and means. He calls the
book
THIS ATTEMPT TO POPULARIZE
MYTHOLOGY
42
AND EXTEND THE ENJOYMENT OF ELEGANT LITERATURE.
Mythology in The Age of Fable is both an end in itself and a means for
enjoying literature. In my earlier treatment of The Age of Fable and
its predecessor Hebrew Lyrical History (Chap. II), I give evidence that
in each case the main subject matter (mythology: Psalms) is combined
with a secondary interest or subject matter, and is used as a means to
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enrich the latter as well as an end in itself. In the case of Hebrew
Lyrical History
, the use of the Psalms as a means is implied, not di-
rectly stated. In the Preface to that work Bulfinch says of his ar-
rangement of selected Psalms in. a conjectured historical order.
The Psalms thus arranged constitute one whole, a grand narra-
tive poem, on the subject of God's dealings with that remark-
able people to whom he saw fit to intrust the great doctrines
relating to his being and attributes. No theme can surpass
in interest the one thus presented.
He continues, elaborating on the theme of Jewish history, making it
plain that he considers the Psalms in the special arrangement he has
made of them, a means of comprehending Jewish history.
The Age of Fable is an example of an experimental course of study
based on ideas which correspond to Dewey's in his explanation of "in-
direct interest." Bulfinch realized that many Americans were not di-
rectly interested in mythology. Otherwise if they had not formally
studied it, they would have informed themselves about the subject. He
says in his Preface that they do not do this. In response to this prob-
lem, he looked for, in Deweyan terminology, the "psychological" reality
in the "logical" subject matter. He located two aspects of this: the
presence of mythology in subject matter, certain modern literary works,
which did interest his contemporaries, and their activity, already going
on, of reading these works. He guided his readers to an understanding
of a logical connection of mythology with their ongoing activity, and
so "psychologized" the logical through the intuitive use of the princi-
ple of indirect interest. Once his readers had become motivated, the
two elements which he had connected for them were probably of equal in-
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terest to them as they read the book. Means and end were unified.
Dewey's Concept of the Laboratory Teacher
Just as Dewey's concept of "indirect interest" helps to explain
the process which Bui finch used in The Age of Fable
,
so does the Deweyan
idea of a laboratory teacher explain Bui finch's role in the process.
The phrase "laboratory teacher" refers to a person working in a role
which Dewey conceptualized as the intermediary one needed to put into
operation the principle of "indirect interest." The concept comes, of
course, from the name of the experimental school mentioned earlier,
which Dewey founded, the Laboratory School of the University of Chica-
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go. The school as it was during Dewey's time there is also known as
the Dewey School. In the book. The Dewey School
,
by two former teach-
45
ers, Mayhew and Edwards, John Dewey is very much in evidence. Some
of his work is quoted at length, and he is often quoted in the authors'
accounts of school activities. In one such account we find him explain-
ing (in different terms) the operation which includes "indirect inter-
est."
Speaking to the staff, at a meeting in 1899, Dewey explained the
central task of the laboratory teacher. Looking ahead to the testing
stage of any experimental teaching, he explains that the test of ef-
fective instruction is the quality of the knowledge which learners have
gained. It must be "knowledge that is left in such shape as to give a
method for further knowledge." Speaking of the method which such teach-
ing requires, he says that this consists of control, that which the
teacher holds over the experience of the learners. This control should
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be of a sort which will lead to the learner's gaining greater control
for himself. Two factors will determine what the control consists of:
"subject-matter and method within the subject-matter." Besides control,
new experience must accrue to the learner. Here is where the teacher's
relationship to subject matter is revealed: he or she must look for "a
point of contact, a place where the old experience comes up to the new."
The new is seen in the shape of a problem, something doubtful (this is
the problem which arises in ongoing activity). It must be something,
however, "which has enough connection with the old to make the thing
46
continuous."
Dewey speaks in detail about experimental teachers in two essays,
"Psychology and Social Practice" and "The Relation of Theory to Practice
47
in Education." In the former he addresses the need for experimental
teachers; in the latter he applies criteria to training of teachers.
In "Psychology and Social Practice" he calls for a "general educa-
tional theorist, the middleman between the psychologist and the educa-
tional practitioner." This is seen not as a "rigid dualism" between
theorist and teacher, however, although the former will be more preoc-
cupied with "pedagogical rendering of psychological facts and princi-
ples." What is needed is "an organic connection between the two ex-
treme terms - between the theorist and the practical worker - through
the medium of the linking science." The middleman or educational theo-
rist effectively projects the ideas of the theorist (cognitive psycholo-
gist) to the practitioner, the teacher. Dewey is not setting up rigid
categories here. He is in fact not completely clear in expressing what
he means by the role of theorist. It appears that this person may be
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either a teacher or someone with more authority, such as a supervisor
48
or department head.
The school is an ideal setting, Dewey goes on to say, for exploring
psychological theories, as there the conditions of real life prevail,
but the aims of activities are simplified, centering on learning. Psy-
chology becomes a working hypothesis in the school with instruction
serving as the experimental test. In this way, practice improves and
theory expands, in a never-ending pattern of growth.
Dewey argues for a "laboratory" approach to training teachers in
"The Relation of Theory to Practice in Education." This approach, he
says, is more productive than the practice-teaching approach, which is
based on an "apprentice" mode. Teachers in training should be thor-
oughly grounded in theory before they actually teach. In this way, they
can eventually conduct experiments in their teaching according to par-
ticular contexts, not merely imitate techniques which a supervising
teacher may have used. Rather than emphasizing classroom management and
technique, practice-teaching should be an exercise of putting theory in-
to practice in new combinations to meet particular needs. Scientific
method is needed to deal with the empirical data. Such training for
teachers would be like training in other professions which aims at
"
con-
trol of the intellectual methods required for personal and independent
mastery of practical skills, rather than turning out at once masters of
the craft." "Mastery of subject matter from the standpoint of its edu-
cational value" is more important than "mastery of the technique of
class management.
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Before founding the Laboratory School, Dewey, as I have mentioned,
had joined the faculty of the University of Chicago, as Chairman of the
combined departments of Philosophy, Psychology, and Education. These
three disciplines are the strands which Mayhew and Edwards weave through-
out their narrative in The Dewey School
. Pedagogical practices are de-
scribed in terms which indicate their origin in educational philosophy
and psychology.
Much of the responsibility for directing the school's experimental
work belonged to the directors of the various departments. The school
settled on the departmentalizing of subject matter after its first
three years of experimentation, although it was predominantly an ele-
mentary school. About the need for teacher specialization in subject
matter at the elementary level, Dewey had this to say, "... experience
has convinced me that there cannot be all-around development of either
teachers or pupils without something for which the only available word
is departmental teaching, though I should prefer to speak of lines of
activity carried on by persons with special aptitude, interest, and
skill in them."^^ Dewey believed that suitably prepared elementary
school teachers should be given the same freedom to organize specific
subject matter as is granted to university professors.
The directors' work was based on Dewey's educational theory: prob-
lems originate in active situations; thought has a process of develop-
ment; to become knowledge, it must be tested by action and analysis of
consequences undergone. In addition to their own teaching, they kept
track of other teachers' activities and the consequences of their trial
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efforts. Their weekly reports, based on data gathered from teachers,
furnished material for discussion at weekly meetings of the staff.
Mayhew and Edwards call these meetings, ideally utilized, "seminars in
method," method being one word which Dewey often uses for the thinking
process. Dewey says of the records of these meetings and the reports
of the department directors, "The value of such material to the Depart-
ment of Pedagogy of the University, engaged as it was with the problems
of educational science, became almost like the systematic and cumulative
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clinical records of medical science."
A point to emphasize here is that professors of the various disci-
plines at the University of Chicago worked with the staff of the Labora-
tory School. As Wirth puts it, "Dewey's definition of educational psy-
chology required that it be as concerned with problems of curriculum
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content and sequence as with questions of methodology."
To be hired by the Dewey School for the position of department
director, which will be considered here as that of a laboratory teacher,
a person had to show evidence that he or she was
qualified by social and technical training as well as by
life experience to utilize the data of her special field
in dealing intellectually with the problems met with in
carrying on the activities of her classroom. 54
It is obvious that the latter part of this description, "to utilize
the data of her special field in dealing intellectually with the prob-
lems met in carrying on the activities of her classroom," had to do with
the specific work of the laboratory teacher, already defined above.
Mayhew and Edwards do not elaborate to any extent on the other part of
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the description, "social and technical training as well as ... life ex-
perience." They say that "social fitness" was a criterion for hiring
the teachers at the Laboratory School, and describe those who worked
there as people whose "educational upbringing had been full of free ac-
• •
. sstivity with a rich childhood experience." However, for a full ex-
planation of what is meant by "social and technical training as well
as ... life experience," one must turn to "The Relation of Theory to
Practice in Education."
Here Dewey is writing primarily about the training of teachers,
but he includes a good deal about other aspects of education, including
qualifications he recommends for experimental teachers. He sums up
these qualifications in a typically pithy phrase. Competent teachers
remain throughout their lives and their careers "students of subject-
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matter and students of mind-activity." In accordance with his recon-
ciling of "child" and "curriculum" and "interest" and "effort," Dewey
stresses the interdependency of "subject-matter" and "mind-activity."
By subject matter he means, of course, organized bodies of know-
ledge. He points to the example of scholars of these disciplines who
have no background in the science of pedagogy, but who are fine teach-
ers. The pedagogical skill of such people, he says, illustrates the
fact that "scholarship per se ... may prove a more valuable pedagogical
asset than we commonly consider it." This is because subject matter is
the result of scientific method, the same process in which the peda-
gogically skilled teacher instructs his students. Subject matter is
"selected and arranged with reference to controlling intellectual prin-
uo
ciples." The "academic" instruction in the preparation of teachers
should emphasize the fact that subject matter is really an example of
"mind," not something separate from it. Such instruction will help
teachers to understand "the function of . . . subject-matter in connection
with mental responses, attitudes, and methods. Here Dewey is stress-
ing his usual theme of continuity. There is a connection, going beyond
subject matter content, between the teacher's own academic studies and
his or her teaching of this subject matter in the classroom. The con-
nection lies in the logical arrangement of an organized body of know-
ledge which corresponds to the logical workings of the minds of teacher
and students when dealing with that subject matter.
Dewey also stresses continuity in his treatment of "mind activity."
In education, intellectual experience is shared in different ways: the
teacher shares in the learners' experience in the sense of their pre-
viously gained knowledge, and present powers and tendencies; and the
learners share in the teacher's experience in the sense of subject mat-
ter. To be able as a teacher to share learners' experience requires an
aptitude for this in one's life in general. Such ability, according to
Dewey, is the result, in fact, of teachers' "own direct and personal ex-
perience" of psychological truths. To deny this is to deny "... the
continuity of the class-room mental activity with that of other normal
experience," and "to isolate the psychology of learning that goes on in
the schoolroom from the psychology of learning found elsewhere." In
other words, mental activity in the educational process is continuous
with mental activity in the home, the marketplace, or any other social
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setting. Ignoring this fact "is the great cause in education of wasted
power and misdirected effort." Knowledge of psychological reality out-
side school helps the teacher when in school. Educational psychology
is, of course, set off from the rest of psychology because it has a
special end, growth, and because it depends on "the social factor ...
the mutual interaction of different minds with each other." Neverthe-
less, one's psychological knowledge acquired through the vicissitudes
of one's own life is knowledge of "mind activity.
"Mind activity" corresponds to "interest." Dewey calls the study
of this element
the most essential trait of the mental habit of the teach-
er ... that habit which looks upon the internal, not upon
the external; which sees that the important function of the
teacher is direction of the mental movement of the student,
and that the mental movement must be known before it can be
directed. 59
Directing mental movement requires sophisticated skills which can only
be the result of complex experience. Dewey describes the challenges
and the skills:
As every teacher knows, children have an inner and an
outer attention. The inner attention is the giving
of the mind without reserve or qualifications to the
subject on hand. It is the first-hand and personal
play of mental powers. As such, it is a fundamental
condition of mental growth. To be able to keep track
of this mental play, to recognize the signs of its pre-
sence or absence, to knov/ how it is initiated and main-
tained, how to test it by results attained, and to test
apparent results by it, is the supreme mark and criterion
of a teacher. It means insight into soul action; ability
to discriminate the genuine from the sham, and capacity
to further one and discourage the other. 50
Dewey, reflecting psychological usage, often puts his pedagogical
theories into language reminiscent of that used to describe mechanisms
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produced by technology. For example, he says that "interest" "marks
the annihilation of ... distance," speaks of the necessity for the
teacher to find "a point of contact," and refers to educational psy-
chology as "the linking science.
In "Psychology and Social Practice," he tells why this is appro-
priate: such language and the concepts which it represents indicate an
objective, analytical approach to teaching. He decries teaching which
is a response "in gross to the child's exhibitions in gross without
analyzing them into their detailed and constituent elements." What is
needed is "some recognition of attention as a mechanism, some awareness
of the interplay of sensations, images, and motor impulses which consti-
tute it as an objective fact, [so] that the teacher can deal effectively
with attention as a function." The same thing holds true with other
"practical powers which the teacher is attempting to cultivate," such
as memory, observation, and judgment. The teacher's business is offer-
ing "psychical stimuli" to guide intellectual growth. This entails a
knowledge, intuitive or conscious, of how, for example, to effect "in-
troduction of certain changes into a network of associations." If he
or she does not openly acknowledge such "mechanical considerations," he
or she "acts servilely, superstitiously, and blindly." Dewey recognizes
that some teachers have a greater intuitive knowledge of psychology than
others would arrive at "by any amount of reflective study." He suggests
more background in psychology for those who already have an aptitude
for teaching. "It is not a question of manufacturing teachers, but re-
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inforcing and enlightening those who have a right to teach.
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The gifted teacher, one who is able to keep track of "mental play"
and thus able, time and again, to find a "point of contact" in students'
minds, "a place where the old experience comes up to the new," is con-
stantly experimenting. Like any experimentation, this requires a spe-
cial set of attitudes. Dewey speaks of attitudes necessary for fruit-
ful inquiry in Democracy and Education : "directness, open-mindedness,
(or whole-heartedness), and responsibility."^^ However, his treatment
of this matter in How We Think is more detailed; here he describes what
he calls "the ideal mental condition."
To be playful and serious at the same time is possible, and
it defines the ideal mental condition. Absence of dogmatism
and prejudice, presence of intellectual curiosity and flexibil-
ity, are manifest in the free play of the mind upon a topic.
To give the mind this free play is not to encourage toying with
a subject, but is to be interested in the unfolding of the sub-
ject on its own account, apart from any subservience to a pre-
conceived belief or habitual aim. Mental play is open-mindedness,
faith in the power of thought to preserve its own integrity with-
out external supports and arbitrary restrictions. Hence free
mental play involves seriousness, the earnest following of the
development of subject matter. It is incompatible with careless-
ness or flippancy, for it exacts accurate noting of every re-
sult reached in order that every conclusion may be put to future
use.
Dewey goes on to describe a related state, "the artistic ideal," as "a
harmony of mental playfulness and seriousness." A teacher may realize
this ideal to the degree in which he or she nurtures "the attitude of
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the artist in those who study with him."
Bulfinch as an intuitive laboratory teacher . Bui finch anticipated the
role of the laboratory teacher in the task of determining curriculum.
He was a student "of subject matter and ... of mind activity," and he
grasped the interdependency of the two.^^
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For example, he both knew mythology and recognized an element of
this subject matter, mythological allusions, in the literature which
was popular with his contemporaries. Thus, he was able to connect
mythology to the interests of his potential readers, using the kind of
control which Dewey mentions in the case of the laboratory teacher, a
control determined by "subject-matter and method within the subject-
matter." He was intent on bringing new experience to his readers.
" Mythology as connected with literature " was for Bui finch the same as
Dewey's "point of contact, a place where the old experience comes up
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to the new." In Bulfinch's case, of course, the "old" experience was
in reality something modern, the literature with which his readers were
already familiar. This is what Dewey means by "old," in fact. The
"new" experience which Bui finch connected to the old was mythology from
ancient classical civilizations. In yet another way, Bulfinch was a
student "of subject-matter" in the Deweyan sense. His literary studies
were as much a pedagogical as an aesthetic experience. The essayist in
Voices of the Dead , most likely George Barrel 1 Emerson, says that Bul-
finch in his study of literature wanted to "gather thence facts and
principles for the guidance of the young to the more complete under-
fi7
standing of much of the best of English literature." Bulfinch's re-
search in Jewish history for Hebrew Lyrical History was, as we have
seen, directed, perhaps to the point of neglecting the subject matter,
toward method or teaching. He wrote, in response to his brother s
criticism of some of his conjectures about the psalms' chronology, "For
the history was not my main object, and was only introduced to give in-
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terest to the psalms, and that purpose was answered as well whether in
all respects correctness was attained or not."^^
As we have seen (Chap. Ill), Bulfinch had wide associations with
people in various circumstances: his family where he enjoyed an espe-
cailly rich and intimate set of relationships, the worlds of education
and business, and community organizations. He was not a cloistered
person. Instead he was socially involved a great deal of the time,
engaged in what Dewey, naming it an important aspect of educational
psychology, calls "the mutual interaction of different minds with each
69
other." His lifelong role as an emotional mainstay in his family
prepared him to listen to others with understanding. All such nonaca-
demic social involvement has an important effect on a teacher's work,
according to Dewey, because it trains him or her to tap into "mind
activity," which is the same in and out of educational situations (the
difference between these and other social situations is that in an edu-
cational situation intellectual growth is the goal).
That Bulfinch was aware of "mind activity," that he could keep
track of how minds work, is evident in, for example, his letter to his
brother Stephen about the choice of a lecture topic, or his plan for a
Harvard reunion, based on what he foresaw would be in the minds of par-
ticipants. The Boy Inventor offers evidence of how Bulfinch guided
Matthew's intellect on the basis of the directions in which it tended.
Bulfinch in his work had an experimental attitude, like that of an
artist, an attitude which Dewey recommends as the right one for inquiry.
He tinkered with ideas, as his father had done in his architectural
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work, not content to follow precedent, but intent on inventio, in-
ference, new combinations. He describes his work on Hebrew Lyrical
ULstory in scientific terms, writing to his brother that he is arrang-
ing the Psalms "with some latitude of conjecture, as the naturalists do
their plants or shells, not shutting their ears or eyes to any signs or
marks that may hereafter be detected, and lead to an amendment in the
arrangement." In the same letter he calls his book in progress his
"present play thing," to which he returns at his leisure, "as a boy
does to his garden in the spring, or his snow-fort in winter.
Dewey, as we have seen, equates successful teachers with scientists
(Laboratory School) and artists (they "nurture ... aim and ... means
into harmony with each other"). The common trait of the scientist and
the artist is each one's use of the imagination to solve problems for
the good of society. Such achievements, says Dewey, should be recog-
nized as greater than the political and military feats which are tradi-
tionally the stuff of history. He cites, for example, industrial his-
tory, including the history of invention, as an important area of study,
since it represents mankind's progress through intellectual effort.
Artists, too, represent such progress. Yet the conventional study of
history does not adequately recognize the significance of scientific and
artistic achievements, or of intellectual achievement in general.
Perhaps the most neglected branch of history in general edu-
cation is intellectual history. We are only just beginning to
realize that the great heroes who have advanced human destiny
are not its politicians, generals, and diplomatists, but the
scientific discoverers and inventors who have put into man's
hands the instrumentalities of an expanding and controlled
experience, and the artists and poets who have celebrated
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his struggles, triumphs, and defeats in such language,
pictorial, plastic, or written, that their meaning is
rendered universally accessible to others ... Surely no
better way could be devised of instilling a genuine sense
of the part which mind has to play in life than a study
of history which makes plain how the entire advance of
humanity from savagery to civilization has been dependent
upon intellectual discoveries and inventions 72
If indeed a successful teacher is both a scientist and artist,
then Thomas Bui finch belongs in the pantheon of those whom Dewey extols.
Bui finch combined in his scheme for The Age of Fable inventive and ar-
tistic skills like those of his father Charles Bulfinch. Furthermore,
he proved himself a worthy intellectual heir to a great American prag-
matist, Benjamin Franklin, whom the memorial urn on the Bulfinch burial
lot commemorates, and a worthy precursor to another, John Dewey, whose
pedagogical theories he intuitively anticipated.
Summary
Bulfinch, in composing The Age of Fable
,
intuitively anticipated
two pedagogical concepts of the philosopher John Dewey (1859-1952):
"indirect interest" and the laboratory teacher. The concept of "in-
direct interest" explains the process through which learners are guided
to see in seemingly remote subject matter the connections to their own
interests. Bulfinch' s description of his design for The Age of Fable ,
"mythology as connected with literature," makes it clear that he used
such a process. A laboratory teacher is an intermediary who experi-
mentally puts into operation, with a particular branch of subject mat-
ter, such principles of educational theory as "indirect interest." In
his life Bulfinch demonstrated pedagogical credentials which anticipate
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those which Dewey would later recommend for laboratory teachers: a
knowledge of the subject matter combined with the ability to grasp the
context in which a particular group of students can put that subject
matter to use. Bui finch also had, with respect to his work, the experi-
mental attitude, like that of an artist, which Dewey mentions as neces-
sary for one engaged in inquiry.
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CHAPTER V
BULFINCH AS A MODEL IN CONTEMPORARY EDUCATION
Two aspects of the curricular problem of Classical Studies stand
out after examining Bulfinch's work in light of Dewey's educational
thought. There is a particular task to do, and it must be done by a
particular kind of agent. The task is essentially the connecting of
aspects of Classical Studies with contemporary activities and interests,
in order to spread classical learning. Bulfinch's concept "mythology
as connected with literature " illustrates the process. The agent, I
propose, should be a classicist working in a new role which, building
on Roush's idea of a "humanities specialist," I will call "Classical
Studies Specialist."^ Bulfinch exemplifies a person working in this
role, one who through varied social interaction comes to an understand-
ing of ways in which the Classics may provide for learners what he
would call "useful knowledge." Put in Deweyan terms, the classicist,
acting as laboratory teacher, may use the principle of "indirect inter-
est" to bring together students and the subject matter. Three recom-
mendations follow from this proposal:
1. People with suitable classical and pedagogical qualifications
should consider the role of Classical Studies Specialist as a
third option in the field of Classics instruction, in addition
to those of professor of Classics and teacher of Latin
2. Classical Studies Specialists, working not only with classi-
cists but with others, particularly teachers of other subjects,
should regularly invent and try out new curriculum which links
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Classical Studies to other interests and activities
3. The National Endowment for the Humanities or another funding
organization should support the creation and development of a
center to serve as a headquarters and clearinghouse for such
curricular experimentation
The Role of Classical Studies Specialist
I want to make it clear that the purpose of this work is not to
improve instruction in Classics per se, or to restore full-scale Latin
programs to school systems which no longer offer Latin. Instead it is
an effort to find answers to the question which arises when one realizes
that only about one percent of American public secondary school students
now study Latin, which is the traditional American gateway to systematic
knowledge of the classical world. The question is, "What is better in a
community's curriculum than no Classics at all?". The purpose of the
work of a Classical Studies Specialist is to provide access to Classical
Studies for those whose other activities may be enhanced by connecting
them with Classics in one or another way. This may of course lead to
study of the Classics for their own sake on the part of some, but that
is not the main purpose of the work.
The specialists's role would be that of a consultant. His or her
work would be outreach with curricular experimentation as the main end.
The clientele would be chiefly, although not exclusively, interested
schoolteachers, in fields with which, as I have pointed out (Chap. I),
Classical Studies logically connect: English, social studies, and Ro-
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mance languages. Other clients might include people working in educa-
tion departments of libraries, museums, and organizations such as Boy
Scouts and Girl Scouts; and also, interested parents who as students
might enroll in courses taught by such a specialist. The specialist's
work would resemble that of the department directors at the Dewey
School, intermediaries between the subject matter and the targeted
groups of learners, working with those who will teach them. He or she
would need to travel, with purposes not unlike those of the American
educators, some of them Bui finch's acquaintances, who traveled the ly-
ceum circuit in the nineteenth century, although with a different modus
operandi . Instead of lecturing, he or she would work as a laboratory
teacher, using outreach as the basis for curriculum development. The
method of development which I recommend is the one which Bulfinch used
for The Age of Fable
,
as explained in Deweyan terms: the recognition of
a problem which grows out of an empirical situation; thorough examina-
tion of the data proper to the problem; inferring that a certain solu-
tion will work; trying out the solution; and analyzing the consequences.
The clientele would furnish the problems and the data, and try out the
suggested solutions.
A few years ago I suggested a new role for the classicist which I
called "tribune," basing this title on that of a Roman official who pro-
tected the rights of the plebians, a "tribune of the people." The job
of the modern Classics tribune, as I described it, would be to help
spread classical learning to "that vast group of people of all ages who
ii2
would enjoy ... Classics courses suited to their interests and needs.
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The work which I proposed was essentially outreach, with two purposes:
advocacy of the Classics and establishment of new year-long Classics
programs.
"Classical Studies Specialist" is an extension of the "tribune"
in that it is a proposed new specialty for someone trained in Classics.
However, the outreach work of such a specialist would not be aimed at
advocacy or new year-long programs, but rather at the development of
new Classical Studies components to link to other subject matter or as-
pects of contemporary culture. The suggestions for this specialty
spring not only from contemporary evidence, as did the earlier ones for
a "tribune," but from the American past, the work of Bui finch and of the
laboratory teachers in the Dewey School.
Here, a word is in order about the peculiar situation of the Clas-
sics in America and other countries of the "New World." Dewey in Democ-
racy and Education says, "The life of the ancient Greeks and Romans has
profoundly influenced our own, and yet the ways in which they affect us
3
do not present themselves on the surface of our ordinary experience."
Such is not the case in, for example, England, a country full of materi-
al remains of the ancient Roman occupation. While Americans may profit-
ably use innovative English materials, such as the Cambridge Latin Course,
for studying the Classics and Classical Studies, it is essential to keep
in mind that the context in which these materials were developed is rad-
ically different from the American context, in which connections with
the classical world are less visible than in the countries which were
at one time part of that world. ^ This lack of visibility makes
especial-
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ly crucial the role of the person whom I call "Classical Studies Spe-
cialist," an intermediary who helps those who instruct in other fields
to interweave "useful knowledge" from the Classics with other elements,
from their own subjects, and contemporary American life.
Amplification: "Classical Studies" and "other elements" . I have al-
ready (Chap. I) analyzed the contents of a traditional Latin course for
the elements which may be called "Classical Studies," and I will use
that analysis as the basis for my recommendations here. Although, as
one would expect, traditional Latin curriculum has emphasized ancient
Rome, it has often included aspects of ancient Greek culture, and I have
indicated this. Latin, rather than Greek, has always been the main ve-
hicle for classical knowledge in American education. However, Parker,
advocating the study of Latin, says, "The case for the study of Greek
is in most respects identical with that for the study of Latin"; but for
various reasons, including the differences in the Greek alphabet from
ours and the fact that very few Americans study ancient Greek, he con-
cludes that "in the present state of things Latin offers the only feasi-
„5
ble opportunity for an early introduction to our Graeco-Roman heritage."
However, with respect to the approach which I recommend here, which does
not necessarily include study of the language, Greek civilization, as
well as Roman, offers rich opportunities for curriculum development.
Sharwood Smith, writing in a British context, stresses ancient Greek
civilization in the goals which he recommends for a sequence of courses
in Classical Studies, for the English equivalents of the American
junior
and senior high school.^ He includes in Classical Studies
ancient clas-
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sical literature, mythology, history, and culture. These are the ele-
ments which I have included in my analysis of Classical Studies, I in-
clude one other: etymology, classical (in this case, Latin) origins of
words in English and in the Romance languages.
Obviously, some of the "other elements" with which Classical Stud-
ies may be linked are other subject matters, such as those I have al-
ready mentioned (English, social studies, and Romance languages). A
more subtle point which needs to be made here, is that these connecting
elements may also be learners' intellectual and emotional aptitudes and
inclinations. For example, a student who is a gifted story-teller may
be drawn to myths by the narrative power of a writer. Another student,
with mechanical skill, may be attracted to details of the trades of
classical antiquity.
Financing and promoting the work of Classical Studies Specialists. Peo-
ple doing experimental work in any field, including Classical Studies
Education, have a perennial problem finding sources of financial sup-
port. Yet workers in this field, like others who attempt to break new
ground for the general welfare, deserve to be paid. There are various
possibilities. The specialist may follow Bulfinch's example and be-
come a private entrepreneur, selling curriculum for profit. The format
of a book or other type of publication is only one of many possible ways
to sell curriculum. Another possibility: a school system may employ a
Classical Studies Specialist as is the case, for example, in Philadel-
phia, where Rudolph Masciantonio, as Assistant Director of Foreign Lan-
guage Education, directs the operation of the elementary school Latin
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program and the development of materials for such programs. An agency
in higher education may fund the work of such a specialist as has hap-
pened to me when working in such a role for a department of Classics and
a division of continuing education. Ideally, private foundations, cor-
porations, and federal agencies should support experimentation in Clas-
sical Studies curriculum, basing their planning on such recommendations
as those made by the Commission on the Humanities.
In brief, the Commission on the Humanities suggests that all fund-
ing sources, private and public, should support the humanities; should
assess their current programs to learn what support they now give to
these fields in ways which may not be clear without such assessment (for
example, programs may implicitly include subject matter proper to the
humanities); should steer away from overly narrow distinctions in making
grants; and should concentrate on sustaining successful programs. In
addition, the commission recommends that public and private sources col-
laborate more closely than is now the case, in order to avoid overlap
and to pool ideas and information. The commission aims certain recom-
mendations at each of the three major sources of support for the humani-
ties. The recommendation for foundations is that they increase support
in certain areas, for example, teacher education and school -college
collaboration. Corporations should use for support of the humanities
some of the percentage of pre-tax income which they may deduct for char-
itable contributions (5%); typically, much of this deduction is not
used. The NEH and other federal agencies should increase their support
of certain programs in the humanities, particularly in elementary and
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secondary education, and should encourage programs in certain areas such
as interdisciplinary efforts in the humanities, science, and technology!
An outstanding feature of Dewey's Laboratory School was the cooper-
ation of scholars in the various departments at the University of Chica-
go, with the staff of the school, which contained chiefly elementary
grades. In connection with the recommendation that various funding
agencies support curricular experimentation in Classical Studies, I sug-
gest that the Dewey School serve as a model in the following way. Those
with long-established positions in the field of Classics, for example
officers of organizations such as the American Philological Association
and scholars in departments of Classics at colleges and universities,
should take an active interest in proposals for curricular experimenta-
tion which are offered to such funding agencies, should actively back
those which they believe merit such support, and should serve as paid
consultants in experimental projects. There would be advantages on both
sides. By dealing constantly with people in other fields of study, the
specialist would enhance communication between these fields and Clas-
sics, a discipline traditionally characterized by insularity. The work
of the specialist, if of good quality, would serve as implicit advocacy
of the Classics. By explicitly marketing Classical Studies, the spe-
cialist would put himself or herself, and consequently the subject mat-
ter, into a familiar American context, very much in the mainstream.
The Classical Studies Specialist: Qualifications
Bulfinch as the author of The Age of Fable is a model for the Clas-
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sicdl Studies Specialist. He knew equally well the ancient Classics and
other subjects in the humanities, and the daily concerns of many people.
He was interested in pedagogical problems, had an original mind, and an
experimental bent.
It is fair to say that Bui finch had an educational background at
least equivalent to that of a contemporary person who holds an M.A. in
Classics. In experimental and interdisciplinary ventures, such as
those which I recommend, only the presence of such a trained classicist
in curriculum development assures the presence of authentic classical
subject matter. By "trained classicist," I mean a person who has a
graduate degree (M.A. or Ph.D.) in Classics, and who has received some
recognition in the field, either through publication or connections with
classical organizations. A background of travel or research or both, in
the geographical areas which once made up the classical world, is of
great value.
There are various reasons why a strong classical background is cru-
cial. First of all, there is a peril in experimental and interdisci-
plinary curriculum that the subject matter will be reduced to triviality
or diluted to meaninglessness or even error. Connections with people
in the field of Classics allow the specialist to determine whom to con-
sult about particular subject matter outside his or her own areas of ex-
pertise. One who is thoroughly familiar with his or her field feels
more at liberty to "play" with it, in the sense of "experiment." The
most important reason to know the subject matter thoroughly is the need
when linking it to what is already in people's minds, to recognize in
those minds the rudiments of that branch of knowledge in what Dewey de-
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scribes as a learner's "present power, capacity, and attitude," so as
to plan how these are "to be asserted, exercised, and realized."®
Besides having training in Classics, a Classical Studies Special-
ist should be thoroughly trained in at least one other discipline in
the humanities, in order to understand the nature of interdisciplinary
connections. He or she should also have studied in the field of Educa-
tion, particularly theory and practice in curriculum, and be acquainted
with some of the recent literature on the process of change and the role
Q
of a consultant in education.
Bulfinch is a model for the Classical Studies Specialist not only
academically, but personally. He clearly had interpersonal skills which
helped him find out, in talking to people, answers to the questions with
which the laboratory teacher pinpoints interest:
What course of activity exists already (by native endowment
or by past achievement) operative in the pupil's experience
with respect to which the thing to be learned, the mode of
skill to be acquired, is either a means or an end? What line
of action is there ... which can be carried forward to its
appropriate termination better by noting and using the subject-
matter? Or what line of action is there, which can be directed
so that when carried to its completion it will naturally termi-
nate in the things to be 1 earned?!
0
Besides Bulfinch, there is a more recent model, strongly resembling
him in personal style. This model is a composite one, of those who both
lead, and work in, the urban elementary school Latin movement, probably
the most radical innovation in Classics Education at any level in Ameri-
can education at any time. In the movement there is an emphasis on so-
cial behaviors which facilitate communication: spontaneity, flexibility,
liveliness, an egalitarian attitude, and compassion, for example. In
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reading about these programs and in examining their materials, I have
been reminded not only of traveling educators purveying "useful know-
ledge," in the lyceums of nineteenth-century America, but of medieval
monks of the mendicant orders who brought a fresh impetus to a tradi-
tion-ridden church. The new teaching methods employed in the elementary
school Latin programs, the jubilance, the going about to teach Latin,
the austerity, the identification with the culturally or economically
poor, are like those of the mendicants.^ ^ LeBovit, the pioneer of the
effort, stresses such traits in her recommendations:
Conventional character recommendations for teachers stress
such attributes as reliability, punctuality, and sense of
order. While such personal traits are quite far from being
irrelevant, I have found that the quality most needed in the
teacher of Latin is an intensity of enthusiasm for the sub-
ject, coupled with the ability to convey this enthusiasm ...»
which demands that the teacher really like [the learners],
have a warmth of personality, and possess the ability to in-
spire spontaneity in others, a talent quite similar to that
of an actor.
LeBovit mentions "the ability to inspire spontaneity in others," an
ability which usually is based on a democratic manner in dealing with
people. Such a manner is one of Masciantonio's outstanding character-
istics, and undoubtedly is an important factor in the spread of his
ideas. The Classical Studies Specialist needs such interpersonal skills
in order to encourage others to reveal their interests, which are as
much the material of curricular experimentation as is the organized
branch of knowledge. These skills rest not on academic training, but
on personal experience, as Dewey emphasizes and as Bui finch exemplifies.
One's non-academic involvement with people must be of a sort which con-
stantly entails, in Dewey's phrase, "the mutual interaction of different
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minds with each other."
Such social qualifications are essential, not ornamental, for a
Classical Studies Specialist. This poses a difficulty. The kinds of
behavior I have enumerated above are essential in any profession in
which personal assistance is paramount. Cole and Lacefield in a 1978
study, however, learned that people in such professions believe that
there is no testing in connection with hiring, to determine whether or
not applicants are so qualified. The authors deal with "helping pro-
fessions," those in which, according to their definition, the profes-
sional has more knowledge and expertise in the subject under discussion
than the client or clients, and in which he or she provides face-to-face
support and assistance. Cole and Lacefield present a theoretical frame-
work for what they call "skill domains critical to the helping profes-
sions." The skills are: competence in academic content, accuracy in
communication, ability to distinguish fact from hypothesis, openness to
several conceptual frameworks, nurturing behavior combined with respect
for the other, acknowledgement of one's own values and tolerance of
those of others, and general adaptability. They gave a list of these
skills with operational descriptions to professionals in five different
branches of human services who were asked to rank them for, among other
things, the degree to which they serve as "functional criteria actually
in use to determine admission to and graduation from professional train-
ing programs." The results indicate that affective skills are not so
used as criteria, although they are considered relevant for the profes-
sions in question. Cole and Lacefield call this a paradoxical situa-
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tion, and sum it up in this way:
Although professionals who are to provide effective "help"
to their clients need to be competent in an array of af-
fective skill areas, and although these skills can be stated
as goals and be successfully taught to many persons, and al-
though competence in these skill areas can be assessed, strong
cultural norms may prohibit all three. 14
In spite of such difficulties, I propose that social skills such
as those above be as important a qualification for a Classical Studies
Specialist as a suitable academic background. Bulfinch provides in-
sight into one possible criterion for determining whether a person has
such skills. Diversity in one's non-academic social connections, re-
quring flexibility in communication, helps one to be, as Dewey puts it,
1
S
a student "of mind activity."
Examples of Experimental Outreach and Curriculum
For the past ten years I have worked in a role much like the one
which I describe here as "Classical Studies Specialist" (I have re-
ceived, from agencies both inside and outside Classics, financial sup-
port equivalent to part-time pay). Because of this backlog of experi-
ence, and because I know of no one else who defines his or her profes-
sional role in this way, I will draw from my work examples of both out-
reach and curriculum. In doing so, I am not suggesting that these ex-
amples represent ideal solutions to the problem of Classical Studies in
curriculum. I simply present them as recent illustrations of how one
may approach such work.
Outreach. Outreach to people outside Classics but interested, either
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actually or potentially, in the subject matter, may take various forms.
In my work I began by simply seeking and getting information from such
people. These efforts have gradually led to more interactive forms of
outreach.
In 1972, as a teacher of Latin in a Boston school, I conducted a
survey of teachers of English in junior high schools in the Boston sys-
tem, primarily to learn what content from Classics they were including
in their lessons. I sent 152 questionnaires to teachers in twenty-
seven schools. Forty-eight teachers sent back completed questionnaires.
Of six subject areas mentioned (foundation civilizations, such as Baby-
lon; literature of ancient Greece and Rome; Greek and Roman myths; clas-
sical elements in English words; famous people of classical times; and
geography of the classical world), the respondents most frequently
taught mythology, and the next most frequently, Greek and Latin elements
in English words. Only a few taught each of the other subject areas.
Most felt that their pupils had very little knowledge of classical ma-
terial. Several wrote forcefully about values they believed their stu-
dents would gain from more study of the Classics.
From 1973 to 1976 I helped to initiate and supervise junior high
school pilot programs in Latin in two Massachusetts communities. In
1976, during the course of these programs, I conducted among the various
groups involved, opinion surveys about the pilot efforts and about at-
titudes toward the Classics. I based the questionnaires on those which
were used in the 1971 evaluation of the Philadelphia elementary school
Latin program. The tabulated results of several hundred questionnaires
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show that respondents in general supported the concept of more Classics
in their school sJ^
I will describe below (p. 169) the experimental materials A Look
at Latin J^ In 1977, 1978, and 1979, at four graduate-credit, tuition
workshops organized to introduce these materials, twenty-two of thirty-
eight teachers who attended were teachers of Romance languages, English,
reading, social studies, or general classroom teachers in elementary
school. Although the workshops were intended primarily for teachers of
subjects other than Latin, several Latin teachers also enrolled. Some
teachers who attended the workshops invited me to their schools to see
how they were adapting A Look at Latin to their curricular needs. By
going, I learned a great deal about the possibilities, strengths, and
weaknesses of A Look at Latin . In 1980 I conducted a survey of teachers
who had the materials, to learn about their assessment of where the ma-
terials fit best in non-Classics curriculum. Social studies received
the most support.
The Northeast Regional Conference on the Social Studies which meets
annually in Boston sponsors various special interest groups. In 1981 I
organized such a group for Classical Civilization in Middle School So-
cial Studies. The attendance at both the 1981 and 1982 meetings of the
group, during the larger conference, was the same as that at most other
conference presentations. I have sent out newsletters and begun some
correspondence with members.
In 1982 the Northeast Conference on the Teaching of Foreign Lan-
guages (New York City) offered graduate credit workshops for tuition.
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I was instructor for a workshop called "Intensive Latin," in which
teachers and supervisors of various foreign languages (including Latin)
were enrolled. The course was both a presentation of methods and an
overview of the components of a traditional Latin course: an introduc-
tion to Latin language and literature; Latin elements in English words;
the social studies content of Latin; and the connection of Latin with
Italian (as one of the Romance languages). At the beginning of the
workshop, each participant stated his or her specific goals in attend-
ing. These spanned a wide range. For example, a Latin teacher wanted
to enrich her program; a teacher of Spanish assigned to teach one Latin
class, wanted to review the subject which she had studied only in high
school; and a foreign language supervisor wanted to learn about teach-
ing methods for Latin and Classical Studies as well as learn some Latin,
which she had never studied. Throughout the workshop I made opportuni-
ties for the participants to discuss how to relate the subject matter
to their goals. They became acquainted with each other in another way,
by taking part in learning activities which involved impromptu drama-
tization. Also, they and I became better acquainted through a brief in-
terview which I had with each. In short, social interaction was an im-
portant part of the learning.
I am planning to teach, in fall of 1982, a course in Education, of-
fering either graduate or undergraduate credit, called "Classical Stud-
ies As Educational Resources." Students will acquire an overview of
Classical Studies, be introduced to new activities using Classics in
various areas of curriculum, generate new activities using Classics for
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their own curricular needs, and be introduced to techniques for evalu-
ating such activities. Topics will include such areas of Classical
Studies as the Trojan War, the ancient classical languages in English
words, and material culture of classical peoples with the focus on
trades and occupations. Half of each meeting will be devoted to a dis-
cussion of subject matter content, usually in relation to assigned read-
ing, and the other half to a discussion of innovative activities using
Classical Studies in various areas of curriculum. These activities will
include examples from both my own materials and those generated by
course participants.
Curriculum . Curriculum, like outreach, may take different forms. I
propose two specific formats for Classical Studies components in non-
classical curriculum: the unit of study, and the learning activity which
stresses social interaction. A unit may, of course, include several
such activities. I will use as examples two units of study and two
learning activities which I have developed. Each was the result of
academic research and social interchange with people both inside and
outside the field of Classics. In each one I have combined an element
of Classical Studies with another subject matter, or a contemporary in-
terest or activity. I will briefly describe these below, explaining
the element of non-classical outreach in each one (see Appendix for
more information).
1
8
Boston's Latin and A Look at Latin are units of study. Of the
four curricular components mentioned here, only Boston's Latin is in-
tended for Latin classes alone. However, it is interdisciplinary in
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that the Latin content is related to American history. Boston's Latin ,
a booklet, contains readings taken from the Latin inscriptions found in
and on historical monuments in Boston. A Look at Latin is a set of
teaching materials for introducing Latin and the Classics to students
in social studies, English, or Romance language classes in upper ele-
mentary or junior high school grades. It is planned to be taught by
teachers with little or no classical background. The materials are the
final result of discussions which I had with university professors in
Classics and Education, students, schoolteachers and school administra-
19
tors, pupils, and parents.
" Lana" and "Stars in a War" are learning activities planned for the
20
same grade levels as those for which A Look at Latin is intended. One,
" Lana ," is for the social studies classroom; "Stars in a War" is a mu-
seum activity. In " Lana " (which in Latin means "wool") students work
toward a culminating activity, a wool -processing scene in which (using
simple materials available in home and school) they imitate ancient
Roman people at work. " Lana" is based on the premise that the material
culture of classical antiquity is a socially useful approach to Classics
in the present era when technology is a major interest. "Stars in a
War," a set of skits and an informational leaflet, is a learning activi-
ty in a museum's exhibit of casts of famous statues of classical fig-
ures. The skits are a series of "dialogues" with statues of personali-
ties famous in the story of the Trojan War.
The last three curricular components ( A Look at Latin ,
" Lana and
"Stars in a War") emphasize the following in their pedagogical approach:
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1. Playfulness of manner combined with seriousness of purpose
2. Social interaction among students, and (in A Look at Latin
and " Lana ") between teacher and individual student
3. Physical activity, including contact with a variety of mater-
ials
4. Involvement with the community outside the classroom
5. Phonetic spelling provided to allow non-Latinists to comfort-
ably pronounce Latin
Boston's Latin emphasizes two of these: physical activity (teachers have
used the booklet as the basis of historical tours with their students)
and involvement outside the classroom.
I do not claim for my work the authority of The Age of Fable
,
but
simply offer these examples as contemporary illustrations of an approach
similar to Bulfinch's. This approach emphasizes, in relation to Classi-
cal Studies, elements which are familiar in the general culture of our
time, as well as physical and social activity and some fun. Bulfinch
intended in using such an approach to make classical mythology "useful
knowledge" in his readers' lives beyond (although not excluding) their
academic pursuits. He expresses these hopes when he says about The Age
of Fable at the end of his Preface:
We trust our young readers will find it a source of enter-
tainment; those more advanced a useful companion in their
reading; those who travel, and visit museums and galleries
of art, an interpreter of paintings and sculptures; those
who mingle in cultivated society, a key to allusions which
are occasionally made; and last of all, those in advanced
life, pleasure in retracing a path of literature which leads
them back to the days of their childhood, and revives at
every step the associations of the morning of life. 21
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American society has changed since Bulfinch. For example, in today's
'cultivated society," few people in their ordinary conversation allude
to classical myths. However, classical learning is "useful knowledge"
in the new context of contemporary America. Curricular experimentation
leads to the discovery and pedagogical use of these relationships.
A Center for Curricular Experimentation
A person working as a Classical Studies Specialist may be self-
employed or may work for an agency in education such as a school system
or a university. However, people thus employed unfortunately would work
in isolation from one another. What is needed, to insure collaboration
and systematic experimentation, is a center to serve as a clearinghouse
for information, a repository for records, and a meeting place for peo-
ple working on similar problems. Therefore, my final recommendation is
that the National Endowment for the Humanities or another funding or-
ganization support the establishment of a national center such as this.
In this dissertation I have concentrated on an individual role in cur-
ricular experimentation. A proposal for a center goes beyond that.
Nevertheless, since a center would greatly enhance the curricular work
in Classical Studies which I have described, I want, without elaborating
it, to make this recommendation. Such a center might have an interdis-
ciplinary function as well, in disseminating results not only of curricu-
lar experimentation in Classical Studies, but also of research in Ameri-
can classical tradition. There is a logical connection between the two
areas. Study of the various uses of the Classics in past American cul-
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ture might well be a productive activity for those who are looking for
ways in which this subject matter is useful at present. A nucleus for
a name for such a center might well be "Thomas Bulfinch Center" in
recognition of Bulfinch's significance in the American classical tradi-
tion as a model for applying Classical Studies to American contexts.
Recommendations for Further Research
Aspects of The Age of Fable
,
of Bulfinch's life, and of Classics
Education as this relates to Bulfinch and Dewey, deserve further study.
The Age of Fable has existed on the American scene for a long while.
The history of the book, including the story of its various transforma-
tions by Hale and others, is a worthy topic. Another worthwhile inquiry
would be an investigation into Bulfinch's possible influence as an ar-
biter of American taste with respect to classical mythology, governing
which myths became and remained popular. A detailed study of The Age
of Fable
,
relating it to its sources (especially Ovid) is needed. Bul-
finch deserves a full-scale biography. His friendship with George Bar-
rel! Emerson might well be the subject of a separate study.
Classics educators, and by extension educators in the humanities,
should study Dewey's ideas for application to their pedagogical prob-
lems. For example, in Dewey's writings there is support for curriculum
based on the study of material culture, combining, as the Commission on
the Humanities suggests (p. 159), science, technology, and the humani-
22
ties. This idea is worth exploring for its application to Classics.
Lastly, Classics educators should study possibilities for reaching a
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wider public than they now do, through journals of general pedagogy,
such as those which have in recent years featured articles on the teach-
ing of classical mythology (Chap. II).
Conclusion
The Age of Fable
,
because it is a book, has enjoyed a permanency
which most curriculum does not have. Instructional materials are gen-
erally short-lived. This reflects both the burden and the glory of
teaching: the lasting evidence of most teachers' creative work is scat-
tered, hidden in the lives of their students. The teacher's place in
society remains obscure. This is true, for example, of many of those
whom I have mentioned in this dissertation: the itinerant teachers in
the elementary school Latin programs; the writers of articles for peda-
gogical journals; the experimental teachers whom Mayhew and Edwards cite
in The Dewey School ; and also Thomas Bui finch, in spite of the fame of
his book.
Yet the classical urn on the Bulfinch family grave marks the burial
place of not only a great American architect, Charles Bulfinch, but an-
other great American, his son Thomas, designer of curriculum in this
case not ephemeral but durable. In The Age of Fable Bulfinch helped
his contemporaries to decipher the seemingly irrelevant ancient Clas-
sics so that they might find there an ingredient which would deepen and
clarify their understanding of their own lives. By doing this he placed
himself squarely in the educational tradition of the pragmatic Franklin
whose memorial the urn once was. For his accomplishment Bulfinch de-
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serves to be recognized as an outstanding member of the group to which
he belongs: innovative teachers of traditional material who, in the
shifting contexts of society, guide their students to the continuing,
but ever-shifting, "useful knowledge" in bodies of learning such as the
ancient Classics.
Footnotes, Chapter V
^Roush, p. 652.
^Cleary, "Tribune," p. 71.
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^Report of the Commission on the Humanities, pp. 155-56, 179-80.
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For change in education, see, for example, Sarason; for education-
al consultants, Ronald G. Havelock, The Change Agent's Guide to Innova-
tion in Education (Englewood Cliffs, New Jersey: Educational Technology
Publications, 1973) and Leonard David Goodstein, Consulting with Human
Service Systems (Reading, Massachusetts: Addison-Wesley Publishing Co.,
1978).
^^Dewey, Interest and Effort , p. 34.
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"mendicant," from Latin mend i care , "to beg," appropriate in another way.
^^LeBovit, p. 64.
^^Dewey, "Relation of Theory to Practice," p. 19.
^^Henry P. Cole and Warren E. Lacefield, "Skill Domains Critical
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^^Dewey, Ibid.
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Idem, Boston's Latin, Latin Selections from the Freedom Trail
(n.p., 1975)"! The booklet was printed under the auspices of a depart-
ment of Classics and sold at cost. It is now available through ACL/WC.
19
The professors were Elizabeth Lyding Will in Classics and Mary
Quilling in Education. The students were Anne Mai Ion, Patricia Mardeusz,
Timothy Masloski, and Robert Powers.
2n
Cleary, " Lana ," 1979 (Typewritten.) Also, " Lana" (in part).
Intercom
,
forthcoming; and idem, "Stars in a War" (Springfield, Massa-
chusetts: George Walter Vincent Smith Museum, 1979). Judithe Speidel
taught the course "Museums as Educational Resources," and has kindly
allowed me to use part of this title for the course which I have men-
tioned above, "Classical Studies as Educational Resources."
Bui finch. Age of Fable
,
p. 6.
22
Elizabeth Lyding Will, "Under the Surface: Reaching the Romans
through Archaeology and Sociology," paper presented at annual confer-
ence of the American Council on the Teaching of Foreign Languages,
Boston, 1973, recommends the use in curriculum of content related to
the material culture of the ancient Romans.
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FOUR EXAMPLES OF EXPERIMENTAL CURRICULUM
1- Boston's Latin, Latin Selections from the Freedom Trail , al-
though unlike the examples below, it is only for students of Latin, con-
nects Classics to an aspect of American history: American classical tra-
dition. This booklet is a reader for students in beginning and inter-
mediate Latin. It is a collection of Latin inscriptions along with an-
notative material. The originals of the Latin selections are inscribed
on stained glass windows, old documents, statue pedestals, and other ob-
jects which one sees as he or she goes along the touristic route in
Boston known as the Freedom Trail. In collecting these inscriptions,
I sought information from the curators of the historic buildings where
many of them are found, and from other experts on colonial Boston. The
subsidiary material is of two kinds, Latin vocabulary and historical
anecdotes, chiefly about the early history of Boston and Massachusetts.
2. A Look at Latin, a Transdiscipl inary Unit connects aspects of
Classical Studies to English, social studies, and in its strictly Latin
content, to Romance languages. It is a set of materials for teaching a
unit of study at the middle school level. I planned it to be self-
explanatory for classroom teachers, whether or not they are classically
trained. Five of the fifteen lessons are about Latin as a language;
five contain material related to social studies (social and political
history, material culture); two are connected with English (Roman writ-
ers, Latin elements in English words); and one deals with American
classical tradition (the remaining two lessons are review and test).
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Since its publication by a university division (it was part an inquiry,
not a commercial venture), I have discussed the unit with groups at
meetings of teachers of Classics and of the other subjects to which it
relates. What I have learned in these discussions leads me to believe
that it will be useful to revise the materials. A learning activity in
A Look at Latin
,
"Triumphus" ("triumph," a Roman victory parade), has
been successful with groups of various ages in various settings. I
mention it here because the activity " Lana ," which is the next example,
is based on the same plan, and because both of these activities empha-
size the material things of the ancient Romans, and the Latin names for
those things, not for pupils to simply learn, but for them to make (in
replicas from simple materials found in home or school), to use (in a
classroom dramatization of an ancient Roman activity or process), and
to say (with the help of phonetic spelling).
3.
" Lana" ("wool") is a learning activity in several steps, all
of which lead up to a final event, the recreation of a scene which was
common in ancient Rome, a group of people working with wool, particular-
ly the spinning of wool. The activity connects an aspect of Classical
Studies to social studies, and to an interest, which most Americans
share, in the way material things are put together, in other words,
technology. The leaflet for the activity contains information about the
Roman use of wool, some of the lore connected with it, classroom direc-
tions, bibliography for teachers, and, most importantly, a set of Latin
nouns which relate to wool and the spinning process, one of which is
to
be chosen by each pupil in a class, for his or her part in the
final ac-
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tivity. With each noun is its definition, phonetic spelling, and some
background information. Examples are:
Pecus (peck-us): A pecus was a sheep. Because sheep's sweat was
supposed to make their fleeces softer and heavier, shearing was
done in the hottest part of a late spring day.
Col us (caw-lus): This was a distaff, which is a stick for holding
a loose roll of cleaned wool. Usually it was about one yard long
and made of cane. The stick might be split at the top or even
formed into a basket shape to hold the wool. A person could hold
the distaff in his or her hand, or tuck it into a belt.
Fibra (fih-bra): This refers to a fiber, a strand, of wool. Wool
fibers are rough, long, and stick to each other readily, so are
easy to spin out into thread. A spinner would pull some fibers
away from the roll of wool on the distaff without tearing them
off. He or she would then smooth out the fibers between fingers
moistened with the tongue.
Fusus (foo-sus): A spindle. This was made of a stick about twelve
inches long. The spindle and distaff were used at the same time
to spin fibers into thread. The fibers pulled away from the dis-
taff were smoothed and twisted, then fastened to spindle at top
and bottom. Then the spinner began to feed out fibers from the
distaff and spin the spindle at the same time. The spindle was
spun with the thumb and forefinger. As it spun to the floor,
the fibers would be drawn out into thread.
As was true for " Tri umphus ," I chose the nouns for
" Lana" for their
interest, either in a linguistic sense, relating to modern words in
either English or a Romance language, or culturally. Illustrations
accompany the Latin nouns. These are from scenes of ancient Roman ac-
tivities (for example, reliefs in the Forum of Nerva in Rome show people
engaged in spinning). I developed
" Lana " while formally studying the
material culture of the Romans, and it has a strong base of research.
The social interchange on which it is based is that which over a long
period of development led to
" Triumphus ," as it follows the same plan.
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4. Another learning activity, developed for museum education,
rather than for school use, is "Stars in a War." It is based on classi-
cal mythology, particularly Homer's Iliad
,
linked to a collection of
art, and planned for middle school students. While writing it, I pro-
fited from critical comments from museum personnel and fellow partici-
pants in a course in museum education. The problem it seeks to solve
is this: how can museum visitors, particularly children, be interested
in a refurbished collection of plaster casts of several great sculp-
tures, both statues and reliefs, from antiquity and the Renaissance?
Six of the statues are of famous characters in the Trojan War, and the
activity focuses on these six statues and the Trojan War roles of the
characters they portray (Zeus, Ares, Venus, Mercury, Minerva, and
Laocoon and his sons). Two people are needed to do the activity, which
is in the classical cast room of a museum. At the site of each statue,
one person plays a museum visitor who asks questions - the other person
personifies the statue who answers these questions. The six skits give
a broad look at the story of the Trojan War. Some have a humorous
twist; some are poignant.
I will not attempt here to evaluate the above examples of curricu-
lum, except to say that the most successful items, in terms of response,
have been Boston's Latin and the Roman triumph component of A Look at
Latin, and the least successful, again in terms of response, "Stars in
a War.

